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The primary purpose of this study was to develop guidelines for

planning a preservice preparation program which would encompass the

critical issues in community college teacher education identified in

the related literature and by national and state authorities. The

secondary purpose was to suggest a plan for a community college teacher

education program in Oregon by using the guidelines as the primary basis

for a theoretical model of a university teacher education program.

Procedures used in the study included identifying apparent critic;(

issues in related literature and securing judgments from two panels of

national and state authorities on the importance of these and other

issues in planning and developing a preservice preparation program for

community college teachers. A modification of the Delphi Technique

used in conducting surveys of national and state panels of experts

achieved procedural objectives for securing judgments on issues and



provided comments and suggestions for additional issues not found in the

literature. The Technique was useful in producing increasingly higher

levels of agreement by panel members on refined statements, through

successive rounds of surveys. Findings of the study were based primarily

upon pooled data from both panels of experts. Agreement within and

between panels on individual items was analyzed, and comparisons were

made to assess congruity with issues extracted from related literature.

Findings were summarized in a priority list of critical issues. Priority

was based upon high to low agreement level judgments of experts and

congruity of those judgments with issues identified in the literature.

Guidelines were based primarily upon the priority list of critical

issues.

Guidelines

1. Field experience or internship in a community college should be

provided all prospective community college teachers.

2. Preparation programs should be sufficiently comprehensive to

provide for mastery of subject matter in a substantive field

leading to a master's degree and for emphasis upon courses or

experiences in:

a. Use of teaching aids and techniques.

b. Philosophy and objectives of the community college.

c. The community college student, his nature, needs and background.



d. Effective communication, participation in faculty activities

and decision making groups and adequate functioning beyond

the classroom.

e. Understanding and use of research in teaching.

3. Selected teachers presently working in community colleges should

be involved in the planning and design of preservice preparation

programs.

4. The attitudes of community college administrators toward pre-

service preparation of their teachers should be determined, and

the administrators should be involved in program planning and

development.

5. If universities are to have a primary role in providing prepara-

tion programs for community college teachers, present teacher

education programs should be studied in depth, and, where find-

ings indicate needed changes, recommendations should be made

for modification, expansion or adjustment of such programs.

6. Adequate systems for selection and recruitment of prospective

community college teachers should be developed.

7. Cooperative arrangements between community colleges and uni-

versities should be developed in order to maximize the effect-

iveness of: content and professional preparation; internships

and field experiences; planning, development and review of

programs; use of physical and personnel resources between



institutions, and; overall coordination and communication of the

teacher education program.

8. Effective systems for follow up and evaluation of teachers should

be developed cooperatively by universities, community colleges

and related resource agencies.

9. Roles, responsibilities and resources of related educational,

public and private agencies should be determined and plans

made for their involvement in program planning, development and

implementation.

10. Sole dependence upon community college inservice programs for

preparation of prospective teachers should be avoided.

11. Collectively, community colleges can provide an important source

of information and resources for preservice preparation programs.

12. Programs for the preservice preparation of community college

teachers should be designed with built-in flexibility in order

to retain sensitivity to the changing and special needs of the

community college.

The guidelines are the primary conclusion of the study. Other

conclusions are based upon additional findings not encompassed by the

guidelines. Certain implications for program development in Oregon are

presented on the basis of related elements found in the process of con-

ducting the study.



Recommendations

A theoretical model of a community college teacher education program

in Oregon is proposed as the cumulative recommendation of the study. The

model is based upon the findings, the guidelines developed from critical

issues and the conclusions and implications presented. Six major

elements in the theoretical model include:

1. Program Planning, Development, Implementation and Review

Responsibility

II. Administration and Governance

III.. Instructional Program

IV. Field Relations

V. Teacher Recruitment and Selection

VI. Follow Up and Evaluation of Teachers
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GUIDELINES FOR DEVELOPING A COMMUNITY COLLEGE

TEACHER EDUCATION PROGRAM IN OREGON

CHAPTER I

Background

The community college is a twentieth century phenomenon, and an

educational institution unique to America. Its precursor was the

"junior college," an idea born in the latter half of the nineteenth

century when certain university presidents proposed turning over the

freshman and sophomore years of college to the secondary schools. About

1900, William Rainey Harper, President of the University of Chicago,

encouraged school officials in Joliet, Illinois, to offer two years of

classwork beyond the high school. Students who successfully completed

such post-secondary work could be accepted at the University in its

"senior college," which began with the junior year (25, p. 5).

Widespread development of public two-year colleges began about

1915, and one of the initial emphases was upon vocational-technical

schools. The concept of a comprehensive two-year curriculum, offering

both lower division collegiate and vocational courses, was furthered

as established junior colleges began to absorb industrial and agri-

cultural courses originally intended for the land grant colleges in

the Morrill Act of 1862. The local post-secondary school idea was
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spreading in America by 1920 through the development of a variety of

private and public junior colleges, lower division collegiate courses

in high schools and junior colleges administered as parts of local high

schools (55, p. 2). Leonard V. Koos conducted the first comprehensive

study of junior and community colleges in 1925 and reported that between

1900 and 1921 the number of such schools had grown from 8 to almost

200 with an enrollment of some 16,000 students (36, p. 116).

By 1950 the number of community colleges in America had grown to

nearly 650 with an enrollment of over 450,000 students. In 1965 there

were, according to the 1966 Directory of the American Association of

Junior Colleges, 771 institutions in the country with an enrollment

of 1,292, 753 students. Private institutions accounted for 269 of the

total while 503 were public two-year colleges. The latest Directory

of the AAJC in 1969 shows a total of 993 community colleges (254 private,

739 public) with an enrollment of 1,954,116 students (5, p. 71-76).

Concurrently, the demand for well-trained, qualified teachers increased

steadily every year. In 1965, approximately 56,000 teachers were work-

ing in nearly 800 institutions across the country. By 1968 this number

had increased by over 28,000 teachers to 84,427 working in nearly 1,000

two-year colleges (5, p. 71-76). Such figures indicate the need to

recruit and train nearly 10,000 new faculty annually, and that 50,000

or more will be needed by 1975.
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In Oregon, growth of community colleges, student enrollments and

numbers of teachers has been equally dramatic. From a beginning of one

institution under a new state law on community colleges in 1961, Oregon's

community college program has grown to twelve schools with a 1969-70

school year enrollment of over 15,000 full time equivalent
1

students.

The range of courses and programs offered is extensive, covering areas

including lower division collegiate, vocational-technical, general

education and adult continuing or basic education. Among the twelve

Oregon community colleges, forty-five specific course areas were pro-

vided in the transfer curricula and nearly fifty specific courses in

vocational-technical programs by the 1968-69 school year (48, p. 2-3).

Nearly 50,000 Oregonians have availed themselves of these programs on

a part-time or full-time basis during the 1969-70 school year (49, p. 3).

These developments in comprehensive course offerings and programs

reflect the recommendations of the Oregon Education Coordinating Council

for community college functions in a 1969 report based upon studies

conducted during 1967-68. The Council's report states:

. . . the community college function is to pro-

vide for the post-high school education needs

of the community, excluding upper-division and

graduate education. An 'open-door' policy is

to be maintained. High school graduates who

have a reasonable chance to succeed in a pro-

gram of instruction in the college to which they

apply are to be admitted. Persons under 18 years

1

FTE basis: 15 term hours per week of lower division collegiate courses;

20 clock hours per week of vocational-technical instruction.
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of age who have not completed high school should

be admitted provided appropriate agreements exist

between the local school board and the local com-

munity college board concerned (51, p. 11).

Beyond this broad statement, the Council report specifices three

categories of functions:

1. To provide a core program common to all community colleges

as the minimum function desirable for the establishment of

a community college, to include:

a. An offering of vocational-technical courses designed so

a student may complete a program that will lead to mean-

ingful employment or upgrade his present skills;

b. An offering of supportive education courses designed

to meet the general education needs of all students,

provide remedial instruction when necessary and provide

basic adult education;

c. A program of guidance, counseling and placement service

designed to guide the individual in course selection,

counsel the student in adjusting to changing society,

assist the student in realizing his aspirations upon

completion of his program and to improve efficiency,

and;

d. An offering of lower division baccalaureate courses so

designed with appropriate guidance and course selection,
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a student may transfer with reasonable facility to any

accredited public four-year institution in Oregon.

2. To provide at specific institutions programs of statewide

concern but of such low demand and/or high cost that it would

be inefficient to provide such a program at every institution.

3. To provide other programs in response to community needs

and aspirations in keeping with local resources (51, p. 11-12).

The range and number of programs developed within this comprehensive

framework and the increasing numbers of students attracted to them have

combined to cause a serious drain on the pool of teachers available to

support the instructional needs of the system. The teacher demand

picture in Oregon for the next five years is consistent with the

national pattern discussed earlier. Student enrollment in Oregon com-

munity colleges has increased from less then 3000 FTE students at the

end of the 1962-63 school year in nine institutions (50, p. 35) to

11,251 FTE students by October, 1967, in twelve public community colleges

(5, p. 75). A teaching staff of 1,292 instructors, over half of them

full-time teachers, was employed to teach these and an additional 17,800

part-time students. By October, 1969, student numbers had increased

to over 15,000 FTE students plus over 20,000 part-time students,

requiring nearly 1,600 full- and part-time instructors (5, p. 75-76).

These figures suggest a growth pattern which indicates the need to

recruit and train nearly 200 new teachers for the community colleges

annually, or nearly 1,000 new instructors by 1975 (49, p. 2-3).
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For the 1969-70 school year in Oregon over 150 new teachers had

to be recruited to meet increased enrollments in the twelve community

colleges (48). The training and background experiences of these

teachers varied extensively. Some came directly from graduate programs

at four-year colleges and universities; others were hired away from

positions in secondary schools; some came from elementary schools;

others had recent experiences on faculties of other community colleges

in other states; still others came to work at the community college

directly from business and industry positions with little or no formal

teacher preparation (56, p. 1 and 28).

This pattern of recruitment and training is not atypical when

compared to other states, for all face similar problems. Nowhere can

there be found a comprehensive preservice training program for potential

community college teaching personnel. Some universities across the

nation do provide parts of programs designed to help prepare teachers

for community colleges, but in'general their programs are aimed at

specialty subject areas, crisis situations or cover survey courses of

such general nature as to have little real or lasting affect upon

effective teaching (6, p. 2; 25, p. 112-114).

Edmund J. Gleazer, Jr., Executive Director of the American

Association of Junior Colleges, has compared programs of preparation

for community colleges leadership personnel with those for the prepara-

tion of teaching personnel. He notes a "Concerted and systematic
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approach to the preparation of professional leadership . . . begun in

1960 by ten universities, the W. K. Kellogg Foundation and the AAJC,"

which led to the development of the effective and far-reaching "Junior

College Leadership Program." However, notes Gleazer,

Nothing of such scale and coherance has been done

to prepare community college teachers . . . The

federal government has provided funds for the pre-

paration of elementary and secondary school teachers,

on the one hand, and graduate fellowship programs

leading to the doctorate on the other. Neither

provision fits the pattern of preparation most

commonly required for community college faculty

personnel (25, p. 112. 113).

Continuing his case, Gleazer states,

No large-scale deliberate and concentrated program

of development is yet in existence for prospective

or currently employed community college teachers.

However, a large number of universities and state

colleges, aware of the need, are evidencing an

interest which ranges from tentative to substantial
(25, p. 113).

While the majority of efforts appear to be directed at the prepara-

tion of administrative or leadership personnel for community colleges,

nearly 100 universities and colleges have indicated to the AAJC that

they do offer some program or parts of programs for preparation of

teaching personnel. Among those which have recently begun such develop-

ments are Duke University, which began a Cooperative Program in Junior

College Teaching since 1967. The University of Southern California

offers a Junior College Associate Teaching Program, while UCLA has a

junior college teaching internship program. The Junior College District



8

of St. Louis and St. Louis County, Missouri, in cooperation with Southern

Illinois University, has developed a Ford Foundation supported program

for preparation of teachers for two-year, post-high school, semi-pro-

fessional occupational programs. The University of Tennessee, also

with Ford Foundation support, offers a master of arts in college teach-

ing after a "two-year enriched master's degree program for students who

wish to teach in community, junior, and small four-year colleges"

(25, p. 116).

These examples of the types of programs which have been designed

to meet some of the needs in certain geographic areas, and other similar

programs, will be discussed further in Chapter 11.

A number of studies, conferences, symposiums and institutes have

focused on preparation of community college teaching personnel in

recent years. Most studies, beginning with McDowell's work in 1918

have been concerned with gathering and interpreting data on vital

statistics and characteristics of the profession. A typical study

discusses degree held, educational background, sex, age, teaching

field and other background experiences of present community college

teachers (56, p. 24-33). Another is directed toward an analysis of

"what makes a good community college teacher" (23, p. 100-101). Another

includes data on sex, highest academic rank of administrators and

teachers in community colleges, types of experiences before becoming

teachers and state in which the highest academic degree was awarded
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(61, p. 119-120). A national conference on "Preparing two -Year College

Teachers for the '70's." held in late 1968, reviewed several models

planned or in operation dealing with various aspects of community college

teacher preparation and concluded that

. . . the demands created by the diversity and flexi-
bility of two-year colleges were so great that none
of the models could be entirely eliminated--that no

one could identify, now at least, a single answer

(7, P. 9).

Proceedings of a community college research symposium held in

Seattle in early 1963 include one section on the community college

faculty. One recommendation in this report is that "one of the most

vital studies needed . . . is to develop a program of preparation for

Community College Faculty Members" (23, p. 106). Until very recently,

few universities or other agencies have taken up the challenge of this

broad recommendation.

An Oregon State University report completed in 1969 on the subject

of preservice and inservice programs for community college teachers

states:

. . . in Oregon and in other sectors of the nation

little has been done to develop programs specifically

intended to prepare or to improve the quality of

instructors and administrators for the rapidly pro-

liferating and expanding community colleges. Instead

community colleges generally have relied on recruit-
ing staff members from among persons whose prior

training and experience has been in other levels of

education or from those who were in graduate school

programs preparing for teaching in four-year col-

leges or universities or from personnel at all
levels in the trades and industry. But only a
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minuscule minority of professional personnel in com-
munity colleges in Oregon received training in pro-
grams designed to acquaint them with the nature and

goals of the community college and which equipped

them to teach as successfully as possible the kinds

of courses offered in these institutions to the

diverse kinds of students who attend them (56, p. 1).

The focus of most recent studies of community college teacher prepara-

tion has been upon such aspects as characteristics of present teachers,

teacher role, subject matter competency, the "uniqueness" of the com-

munity college student and other related subjects of a generally demo-

graphic nature. In those cases where such background information and

data has been used as the foundation for developing preparation pro-

grams for community college teachers, the result has often been the

development of yet another specialized preparation program basically

unrelated to other areas of need. Thus, a pattern of patchwork plan-

ning and development has evolved because of a large number of different

kinds of programs, each designed to meet special or crisis situations.

Each such program appears to have been developed with limited relation

to or dependence upon existing programs. Concurrently, university

teacher education programs have been criticized for not providing for

the kinds of programs which will meet the needs of those planning to

teach at the community college. The result is a melange of efforts to

prepare teachers in an attempt to meet the demand of the ever-expanding

market at the community college level.



11

The Problem

Oregon, like most states, does not have a formal, comprehensive

program for the professional preparation of community college teachers.

There is considerable evidence to suggest that there is now, as never

before, a need for planning, developing and implementing such a program

at the four-year college or university level in the State of Oregon.

A 1964 Oregon State Department of Education report on the status

of Oregon community colleges discusses some of the problems of supply-

ing teachers for the instructional market at the community college leve

According to the report:

One of the general difficulties in recruiting

teachers and counselors for community colleges

is that of finding and preparing teachers whose

image of themselves as instructors is in harmony

with the distinctive purposes of a two-year col-
lege. Programs of preparation are rarely estab-

lished especially for (community) college teachers

(55, p. 65).

Other difficulties are encountered, according to the report, because of

the legal necessity for obtaining lower division collegiate instructor

approval through a lengthy process involving reviews by the Community

College Committee of the State System of Higher Education. In the case

of vocational-technical instructors, certification requirements vary

with the occupational field of instruction, and include up to three

years of appropriate work experience in the occupation plus a teacher

education program requirement. The report also points out the short
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supply of occupational instructors in Oregon and the fact that, as of

1964, "Oregon had not yet developed an adequate program of vocational-

technical teacher preparation" (55, p. 65).

A more recent study completed in 1969 by the Division of Vocational,

Adult and Community College Education at Oregon State University found

that community college administrators and teachers in Oregon have rather

strong feelings about the need for developing a comprehensive preservice

preparation program for prospective teachers. Respondents provided

specific ideas for leadership responsibility in program establishment,

courses and program elements which should be emphasized and indicated

a desire to participate in development of such a teacher education pro-

gram. According to the report:

The community colleges of Oregon feel strongly

that a university should assume leadership in

planning and setting up a program for the train-

ing of community college professional personnel
(56, p. 14).

While proposals for programs for community college instructors are in

existence at the University of Oregon and Oregon State University,

neither proposal is, according to the report, ". . . comprehensive

enough to satisfy the requirements of the community college" (56, p. 14).

Moreover, in their concern for quality staff, some community colleges

feel they should be permitted to ". . . offer professional teacher

preparation courses in lower division transfer programs" (56, p. 22).

They also ". . . feel the need to train a variety of teacher aides.
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Both demands are attempts to assist in recruiting potential community

college instructors from the ranks of those who have been community

college students" (56, p. 23).

Regarding preparation program emphases, the 1969 O.S.U. report

found administrators and teachers focusing on ". . . a judicious balance

between mastery of subject matter and professional teacher training"

(56, p. 6). There was a demand for course ". . . devoted to inculcating

an understanding of the history, function and underlying principles

and objectives of the community college. Other courses, concentrated

and not fragmented, should equip the instructor with:

a command of a range of instructional techniques

and familiarity with instructional media;

the ability to communicate effectively with stu-
dents and colleagues;

the skill to cope with learning problems of stu-

dents with widely varying educational capabilities

and interests who frequently are in the same classes;

an understanding of learning and teaching processes
and the ability to motivate students;

the technique of individual and group guidance

suitable for use in a community college (56, p. 6-7).

Respondents also agreed that ". . . a sophisticated colleague cannot be

wholly prepared in an environment foreign to the kind of institution

for which he is training" and subscribed to a program which provides

for an internship for prospective teachers ". . . on the scene (and)

of such length and depth as to produce an understanding of the situation
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and to afford a personal appraisal of whether the demands of the com-

munity college work and the prospective instructor are truly compatible"

(56, p. 7). Other specific recommendations were made by respondents

concerning: departmental responsibility for teaching subject matter

specialty and education courses; concentration of course work, program

coordination within the university; variety in methodology and teaching

techniques; teaching courses throughout the academic year as well as in

summer sessions; recent community college experiences for university

teacher educators, and; the establishment of on-going relationships

between the university and the community colleges (56, p. 15-16).

These concerns of present community college administrators and

teachers for adequate preservice preparation programs for future teachers,

plus projections for increasing student enrollments and the concurrent

need for additional teaching staff, offer a strong argument for immedi-

ate action in Oregon to plan, develop and implement a comprehensive

teacher education program for community college personnel. Such studies

as those reported above suggest that the complacency which seems.to

exist toward development of such a program will not be tolerated much

longer. If a "honeymoon" period has existed between community colleges

and university teacher education programs in Oregon, it is now over.

Community college enrollments will continue to grow. Teachers, well

trained and sensitive to their unique role as "teacher" in the com-

munity college, will continue to be needed, in ever-increasing numbers
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to meet the exigencies for teaching the new thousands who seek know-

ledge, skill and personal growth in Oregon's community colleges.

Purpose of the Study

The primary purpose of this study was to develop guidelines for

planning a preservice preparation program which would encompass the

critical issues in community college teacher education identified in

the related literature and by national and state authorities.

The secondary purpose was to suggest a plan for a community college

teacher preparation program in Oregon by using the guidelines as the

primary basis for a theoretical model of a university teacher education

program.

Assumptions

The following assumptions were made:

I. Related literature and information would be sufficiently

comprehensive to provide the primary source for identification

of critical issues in community college teacher preparation;

2. National and State authorities would provide a valid source

for critical issues not found in the literature and that

they would suggest such statements or issues on the survey

instruments;
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3. The national and State authorities selected would represent

a broad cross-section of current thinking and philosophy on

the subject of community college teacher preparation, and;

4. A process of review, reaction and authentication of initial

statements of critical issues by selected national and State

authorities would serve to refine and validate statements as

a basis for developing program planning guidelines.

Limitations

The study was limited by the following factors:

1. The paucity of current, relevant background materials from

which to identify critical issues for initial statements;

2. The number of national and State authorities available to

participate in the process of reviewing, refining and

adding statements;

3. The generalized nature of initial statements based on

critical issues found in the literature, caused by the

range and diversity of source materials, and;

4. The inherent problem of subjective judgment by the authorities

on statements of a generalized or descriptive nature.
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Definition of Terms

For this study the following terms are defined:

Community College

A community college is a two-year institution which usually pro-

vides a variety of post-high school courses and programs, including

lower division collegiate (transfer), vocational-technical, adult

continuing or basic education and terminal general education courses,

as well as guidance and counseling and placement services. The terms

community college, junior college and community junior college are used

interchangeably in this study.

Preservice Preparation

Preservice preparation refers to the formal course work, intern-

ship or field experience which candidates for teaching positions complete

prior to accepting a full-time, certified position in the teaching

field. In terms of this study, preservice preparation means both

undergraduate and graduate studies for those planning to teach at the

community college level.

Guidelines

A guideline is a fundamental, general statement intended to give

direction for planning and developing a program or activity. The

guidelines set forth as a result of this study represent concensus of
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experts in the field on several important issues in planning a program

of teacher preparation. They are intended to "show the way" in planning,

based on experience and sound professional judgments.

Procedures

The procedures and techniques employed in this study followed a

progressive phase approach. Because the study was descriptive and

conceptual in nature (as opposed to an empirical or case study approach)

and therefore liable to the internal limitations imposed by subjectivity,

it was essential that as broad a basis of information be established

as possible (within the limitations of the investigator's capacity to

review all available literature) as a point of beginning. A second

important requirement was that of defining (choosing) a method for

measuring the soundness of issues identified as critical to the planning

and development of a preservice preparation program for community col-

lege teachers. Since the purpose of the study was to develop guide-

lines based on the critical issues identified in the information base,

it was essential that such issues be validated and/or authenticated to

some degree in order to assure their true value as bases for relevant

programs.

It was determined that a thorough review of current, related

literature and descriptions of current, operational programs of com-

munity college teacher preparation (including exemplary, experimental,
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pilot and established programs) would provide a sufficiently broad base

of information from which to identify critical issues in program develop-

ment and conduct.

For the objective of determining measures of soundness, complete-

ness and range (scope) of the critical issues identified in the base

information, a technique not often used previously in educational

research was selected. The Delphi Technique (described in detail

following) offers the advantages of securing informed intuitive judg-

ments by experts upon issues and problems of a projective or subjective

nature without bringing the experts together in face-to-face confronta-

tion, plus the additional benefit of securing directly from the experts

their professional suggestions of issues either overlooked or not

reported in the literature. Still another aid offered through the

Delphi Technique is the provision (or option) for succeeding reviews

of statements, which is designed to produce increasingly refined and

more specific statements and higher levels of group and individual

consensus on statements.

Two panels of experts were formed to utilize the Delphi Technique

method. A "National Delphi Panel" of twelve nationally recognized

authorities in community college teacher education was constituted

from nominations by the American Association of Junior Colleges. An

"Oregon Delphi Panel" of eleven Oregon community college presidents

and the executive director of the Oregon Community College Association

made up a second twelve-member panel.
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Following identification of critical ssues in the information base,

initial statements and a survey instrument were developed. The national

panel reviewed the set of initial statements, and a refined, second set

was developed and reviewed by both panels. Data from survey instruments

were recorded, responses were analyzed for internal agreement and disagree-

ment and for congruity with issues extracted from related literature. Find-

ings were summarized in a priority list of critical issues. Guidelines

were developed primarily from the priority list of critical issues, and

represent the major conclusion of the study. Finally, guidelines were

used as the primary basis for a theoretical model of a university teacher

education program for community college teachers in Oregon.

Because the conceptual nature of the study required such descriptive

and subjective procedures and techniques, detailed accounts of the

methods used are offered following, to provide the reader a clearer

notion of this process.

Phase I The Delphi Technique

The Delphi Technique was developed by Olaf Helmer and his col-

leagues at the Rand Corporation in the early 1950's to obtain group

opinions about urgent defense problems. In 1966 an unclassified

description of the Technique was published, and the procedure is being

employed presently in a number of settings, including education

(28, p. 1-6; 29, p. 1-10).
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The Technique, which is built on the strength of informed intuitive

judgment, is intended to get expert opinion without bringing the experts

together in face-to-face confrontation. Contact is generally made with

the experts through successive questionnaires or reaction instruments

and feedback systems established with each successive round of questions

or statements being designed to produce increasingly refined and more

specific group and individual opinions.

Several variations on the Technique have been used. The specific

application used in this study represents a modification of the Tech-

nique in its purest form but retains the value of feedback and refine-

ment systems aimed at gaining consensus.

In this study, nationally recognized authorities (experts) in com-

munity college teacher education were nominated by officials of the

American Association of Junior Colleges, Washington, D. C. Twenty

persons were nominated. Each was contacted by personal letter which

requested participation as a member of the national Delphi panel, stated

the general intent of the study, explained the Delphi Technique and

asked for copies of writings or publications from each nominee (Appendix

A). Fourteen nominees replied and agreed to participate as Delphi

panel members. Six included copies of their own writings or publica-

tions on the subject of the study. Twelve persons actually participated

in the study as members of the national Delphi panel.
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A second panel of authorities, comprised of eleven of the twelve

Oregon community college presidents (the twelfth was a member of the

national panel) and the executive director of the Oregon Community

College Association, was formed for the purpose of gaining a measure

of sensitivity for the special concerns for community college teacher

education in Oregon. It was determined that there was particular value

in having the judgments of Oregon experts for comparison with judgments

of national authorities for assessing congruity of opinion with critical

issues from a localized standpoint and for additional opportunities to

supplement the list of critical issues. Moreover, since the guidelines

developed as a result of the study were intended primarily for use in

Oregon, the judgments of officials administering community college pro-

grams in the State were considered important for measuring the relevance

and potential usability of statements recommended as a basis for pro-

gram development in Oregon.

Phase 11 Identification of Critical

Issues, Development of Initial Statements and
Set 1 Survey Instrument

Publications and writings of Delphi panel members, related litera-

ture and studies, teacher education program documents and reports of

institutes and symposiums on the subject of the study provided the

information base for the study. Critical issues in program develop-

ment and operation were identified in the information on the basis of
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apparent essentiality to successful program operation and on the basis

of repetition in the various pieces of literature reviewed. Apparent

critical issues were summarized in each area of the review of litera-

ture and synthesized to reduce duplication in a final summary list of

issues. The list served a two-fold purpose: first, the issues so

identified provided the basis for the initial statements contained in

the first set (Set 1) of statements sent to national panel members;

second, the list served as a base reference or check point for assess-

ing congruity of panel members' responses to both sets (Set 1 and 11)

of statements with the key factor or essentiality aspect of the critical

issues first identified. The initial (Set 1) statements were formed to

include the central meaning of the critical issues as determined by the

investigator. An attempt was made to reduce ambiguity and generaliza-

tion as much as possible in forming each statement, without changing

the apparent intent or meaning of the critical issue in question.

A survey instrument was designed based on the Likert scale. Scale

choice options included strongly agree, agree, undecided, disagree and

strongly disagree (Appendix A). The first set of statements with an

explanatory cover letter giving directions for completing the instru-

ment was mailed to the fourteen persons who had agreed to participate

on the national panel.

Twelve completed instruments were returned (85.7 percent). A

thirteenth respondent returned his first set too late to be included
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in the revisions for the second set of statements and was eliminated

as a panel member. Responses were tabulated and percentages of agree-

ment or disagreement calculated for each statement (Tables 1 and 2).

This information was recorded on a copy of the first set of statements

for each panel member. The selection marked by each member for each

statement was shown, so that each would know where he marked each state-

ment in relation to all other panel members (Appendix A). This informa-

tion was returned to each panel member with the second set of statements

as a part of the Delphi Technique feedback system.

Phase 111 Refinement and Revision of

Statements and Development of Set 11 Instrument

There were twenty-three statements in the Set 1 survey instrument.

Each was revised to some degree based upon comments, reactions and sug-

gestions of panel members. Nine new statements were added from panel

members' suggestions. A second set of statements (Set 11) was developed

and presented on the same Likert scale format as Set 1. The second set

of thirty-two revised statements was mailed to each national panel

member together with the recapitulation of results of Set 1 described

above in Phase 11 (Appendix A).

Set 11 statements were also mailed to the Oregon Delphi panel. A

cover letter explaining the study and the procedures and results to

date was included. The recapitulation of national panel members'
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responses to Set 1 instruments was not included in an attempt to reduce

bias (Appendix A).

Phase IV - Analysis of Data, Reporting

of Findings, and Development of Conclusions,

Recommendations and a Theoretical Model

A 100 percent return from both panels was achieved on Set 11 sur-

vey instruments. Data from both national and State panel returns were

tabulated and percentages of agreement and/or disagreement for each

statement calculated (Appendix B, Tables 3, 4, 5 and 6). Data from

each panel were collected by categories (agreement, disagreement,

undecided) and by percentages of agreement groups. Statements were

analyzed for internal agreement or disagreement on an item by item

basis and on a percentage agreement group basis. Data from both panels

were compared on the same bases and agreement groups established by

percentage point difference between panels on each statement. Five

agreement levels (mutual, high, moderate, low, undecided) were estab-

lished when data from each panel were compared (Tables 8, 9, 10. 11 and

12).

Combination of data from both panels provided a broader basis for

analysis of internal agreement and disagreement and determination of

central tendencies to agree or disagree on individual statements and

groups of statements (Table 13). Four agreement classes were established
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for the combined data: high agreement (85 to 100 percent combined

agreement); moderate agreement 75 to 84 percent combined agreement);

low ayreemnt (51 to 74 percent combined agreement), and; undecided (50

percent or less combined agreement) (Tables 13, 14, 15, 16 and 17).

In each case described above (data by: panels, in categories,

percentage of agreement groups, agreement levels and agreement classes,

both compared and combined) data were compared with the original list

of critical issues for congruity, completeness, scope and content.

Conclusions and recommendations of the study, and the proposed

theoretical model, are based upon statements at the highest agreement

levels on compared and combined data bases and upon assessment of con-

gruence and compatibility with the original critical issues. In addition,

statements, comments and suggestions provided by members of both State

and national panels were considered (Appendices C, D and E).

Participants in the Study

Those participating as members of the national Delphi panel for

this study included four community college presidents (one each from

Maryland, Ohio, Oklahoma and Oregon); three professors of higher educa-

tion at universities providing some type of preservice program for com-

munity college teachers (two from Florida, one from Texas); the director

of the American Association of Junior Colleges Faculty Development
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Project; the director of a National Center for Research and Development

in Vocational Education; the director of a regional Special Higher Educa-

tion Program; the director of a Ford Foundation Project for the prepara-

tion of community college occupational teachers; and the director of the

ERIC Clearinghouse for Junior Colleges who also directs a university

teacher education program for community college teachers at a large

university in California.

Participants in the Oregon Delphi panel included the presidents of

eleven of the twelve community colleges in the State plus the executive

director of the Oregon Community College Association.

Summary and Plan

for Presentation of the Data

In Chapter 1, the writer has presented a statement of background

for the study; a statement of the problem and its significance; the

purpose of the study; limitations of the study; assumptions made; a

definition of terms; the procedures and techniques used in collecting

data and refining statements; and a definition of participants in the

study. A plan of presentation in the remaining chapters follows.

A review of related literature, studies and program documents is

given in Chapter 11. In Chapter 111 findings from the two sets of

instruments from both the national and State Delphi panels are presented.
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Chapter IV consists of a brief summary of the study, guidelines, con-

clusions and implications, and a cumulative recommendation in the form

of a proposed theoretical model of a university teacher education pro-

gram for community college teachers in Oregon.

Copies of instruments used in developing and refining statements

are contained in Appendix A. All tables are in Appendix B. Succeeding

appendices provide a summary of comments, suggestions and statements

made by panel members.
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CHAPTER II

RFVIEW OF RELATED LITERATURE, PROJECTS AND PROGRAMS

This chapter reviews the literature relevant to the development of

programs designed to prepare community college teachers. The review

is presented in three sections. The first deals with general literature,

including publications, related studies, and reports and summaries of

relevant conferences. The second section reviews present programs of

community college teacher preparation at twelve universities across the

nation. The final section includes reviews of two special foundation

supported programs for the preparation of community college teachers.

Publications and writings of members of the national Delphi panel,

referred to in Chapter 1, are included among the materials reviewed in

the first section.

Preparation of Community Junior College Teachers

One of the most recent national conferences held on the subject of

community college teacher preparation was titled "Preparing Two-Year

College Teachers for the "70's". Held near Washington, D. C. in November,

1968, and attended by over thirty nationally prominent educators and

representatives of business and industry, this meeting heard descriptions

of eight specific models for teacher preparation and:
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alluded to a variety of other possibilities. Then

they concluded that the demands created by the diversity

and flexibility of two-year colleges were so great

that none of the models could be entirely eliminated -

so that no one could identify, now at least, a single
answer. (7, p. 9)

At least one conferee, a political science teacher at a California

Junior College, offered this view:

I think that the most significant thing about the

conference was that it concluded there isn't any one
model. This group might have sought agreement and
settled on one stereotype. Instead, we have said
that anything is possible. It is up to the individual
college. We have said that we are not going to make
it easy. Each college is going to have to stay on its
toes. (7, p. 9).

Others participating in this conference recommended that several

models were better than one...that there is now a need for "plurality"

in the types of training and the types of institutions providing it

(7, p. 11). In summarizing this conference, Edmund J. Gleazer. Jr.,

executive director of the American Association of Junior Colleges,

asked eight questions, which seem to indicate the magnitude of the

problem in designing preparation programs for community college teachers.

His questions were these:

(1) Is there a junior college teacher in a sense that

a generalized concept of preparation is useful?

(2) Or is this an institution of many tasks for which
many patterns of preparation are required?



31

(3) To what kinds of institutions do we look for what
kinds of preparation universities, state colleges,
liberal arts colleges, junior college institutes?

(i,) What kinds of faculty development programs can take
place outside the more traditional degree-type

programs similar to Peace Corps preparation or

business-industry training programs?

(5) To what extent is qualification expected before

entry into junior college teaching, in comparison

to the amount of in-service training tailor-made

to a specific institution's purposes and programs?

(6) What incentive system will attract people to

careers in junior college teaching?

(7) To what extent are the recommended patterns of

preparation functionally based or generated by

a desire for recognition in terms of status

systems of the Establishment?

(8) What effect will patterns of preparation have

upon the education 'mission', of the junior

colleges? (7, p. 10)

An earlier conference in 1968 at Bennett College, Milbrook, New

York, (9, p. 1-5), focused on four topics, including (1) recruitment,

orientation and preparation of two-year college teachers; (2) evaluation

of teaching; (3) new teaching methods and strategies, and; (4) faculty

involvement in academic governance. Conferees represented forty-nine

two-year colleges and the National Faculty Association of Junior and

Community Colleges. No clear cut outcomes for any of the topics were

reported in the conference summary. However, the group made three

recommendations to the AAJC, namely: (I) that a "clearinghouse" for com-

munications pertinent to the private two-year colleges be established
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at the national level of AAJC, specifically a regular column in the

Junior College Journal; (2) that a person or persons whose chief task

would be two-year college faculty concerns be constituted at AAJC, and;

(3) that greater circulation of the Junior College Journal be effected

and that greater space be devoted to issues and problems more concrete

to the present needs of two-year college faculty. It is apparent that

these recommendations are directed at improving communications and dis-

semination of information, and did not directly address the suggested

topics. The third and fourth topics were left undeveloped, and were

recommended as subjects for a 1969 Bennett Conference. Such conferences

as this suggest a wide diversity of ideas and feelings about preservice

preparation of community college teachers.

The fact that conferees were apparently unable to deal directly

with potential issues for developing such programs in a meeting as

representative of the spectrum of concerns as is indicated by the con-

ference summary, suggests the need for some basic directions or guide-

lines for program development. One such guidelines is suggested, how-

ever: the need for improved communications among and between existing

programs, through such vehicles as conferences and professional journals.

Hurlburt (32, p. 1) suggests that a sound pattern of preparation

for prospective community college teachers would be a strong bacca-

laureate followed by a broadly based, academically-oriented master's

degree, with some supervised junior college teaching, and with profes-

sional coursework explicity related to the nature of the junior college



33

and its students. He believes such preparation requires cooperation of

universities and research centers, with laboratory roles for community

colleges. Hurlburt indicates that the specialization of the Ph.D. is

not necessarily appropriate as a requirement for community college

teaching, since the primary purpose of the community college is class-

room teaching rather than research. His ideal community college teacher

would have strong academic and teaching background, strong guidance and

counseling ability, and proficiency in teaching both general and spec-

ialized courses, with depth in one or more subject fields.

Ann M. Heiss (27, p. 27) in a comprehensive review of the prepara-

tion of college and university teachers, points out:

A very compelling issue in the preparation of college

and university teachers--and one which involves both

their self-perception and their socialization into the

life of the academic person--is the failure of the

graduate school to give status to teaching or to teach

for teaching.

She notes that more appropriate preparation for junior college instruc-

tors could be provided through the "Specialist Degree" than is provided

by the current doctorate in education or the Ph.D. in an academic field.

Because most two-year colleges have an "open-door" policy on student

admissions and do not require their faculties to do research, lends

credence, according to Heiss, to the argument that the Ph.D. degree is

not functional as preparation for "this important segment of college

teachers".
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Heiss goes on to cite a recent AAJC report which states that

academic preparation for junior college teachers includes:

. . . depth in one or more substantive fields, prof-

fessional preparation carefully related to the nature

of the junior college, and to the characteristics of

its students, and an internship or other supervised

junior college teaching (27. p. 26).

She states a belief in "the need for a distinctive training program for

preparing junior college teachers . ." and that such programs should

include, in addition to the elements suggested by AAJC,

. . . a basic knowledge of the objectives of the
junior colleges . . to make the teacher more

receptive to, and less frustrated with, the open-

door policy. If he realizes his responsibility

is to students rather than to his subject, he will

not be unduly concerned with 'covering' the coursework
(27, p. 25-26).

A statement by the American Association of Junior Colleges (6,

p. 1-2) lists twelve "central factors to look for in a well-conceived

preservice training program" for preparing community junior college

teachers. The factors are:

(1) The historical role of the two-year college

and its future place in American higher

education.

(2) Modern learning theory, including the uses

and limits of educational evaluations, testing

and measurements.

(3) The theory and techniques of curriculum

development.

(4) Elements of student guidance and counseling.
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(5) Knowledge and practice in school administration,

to make campus communications easier; facilitate

teacher participation in campus governance and

related activities; and help prepare faculty for

administrative jobs later on.

(6) The profile, culture, goals, and values of the

diverse student population at today's junior

colleges.

(7) An opportunity for substantial, relevant supervised

practice teaching or internship at a two-year

college.

(8) Construction and use of programmed curriculum

and other innovative instructional techniques.

(9) Handling modern media and "educational hardware,"

including its integration with traditional teach-

ing methods.

(10) How to define, implement, and measure specific

goals for student learning so as to reach clear,

measurable learning objectives within a definite

period of time.

(11) The ability to locate and apply resources to help

define and meet the socioeconomic needs of a

college and neighborhood. Actual work experience

and involvement in a community project. Practical

application of experience acquired to improve

teaching and student communication.

(12) Interdisciplinary coordination of instruction in

teaching "core" subjects, so as to reach students

with widely different abilities, backgrounds, and

goals.

As is the case with many of the documents reviewed in this study,

the foregoing statements tend to represent eclectically determined

components of preparation programs. Some provide the basis for program

planning statements, but not all can be classified as "guidelines" for
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the process of program development. Several key issues and concerns are

included, however, which can lead to meaningful planning. It is for the

latter reason that these statements are included in this review.

Singer (60, p. 1-3), in 1968, proposed formation of a Community

College Institute as an alternative to the existing partial preparation

programs offered by a few graduate schools of education across the

country. He noted the existence of a:

...widespread, growing uneasiness and dissatisfaction

(among the top leaders in the two-year colleges) over

the insufficient, inappropriate kinds of orientation,

subject-matter knowledge, and teaching skills which

are being transmitted at many colleges and universities

where students are now preparing to become teachers in

our two-year colleges.

The graduate institutes proposed by Singer would supplement "...faculty

training now offered at perhaps 100 graduate schools in the country",

and might also orient and offer refresher preparation to present teachers

at community junior colleges. Such institutes (one or more) would be

planned, directed, staffed and administered:

by. the junior college movement not just for it -

and would rest on the basic conviction that . . .

two-year . . . institutions can and should assume a

substantial part of the responsibility for
preparing . . .

community junior college teachers (60 p. 1-3).

As adjuncts to present university programs, such institutes as

those proposed by Singer would appear to be a potential resource for

teacher preparation.
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The preceding related literature suggests certain important issues

to be considered in the development of a community college teacher prepara-

tion program. Following is the first of three preliminary lists of issues

identified in this and two succeeding portions of the review of literature.

A final, synthesized list of critical issues is presented at the end of

this chapter. The apparent important issues in the foregoing portion of

the review include:

Diversity and flexibility in different kinds of

preparation programs for varying needs.

A general focus on teacher competencies in terms

of background, teaching ability, depth in one or more

substantive fields, strength in guidance and counseling

and experience in course and curriculum development.

Internship or field experience in a community college

setting for all prospective teachers.

Teacher knowledge of the objectives and nature of the

community college and its students.

General requirement of the master's degree as a minimum

academic level for teaching in the community college,

especially for academic transfer courses.

- Many present higher education teacher preparation

programs are inadequate to meet the teacher training

requirements of community college teachers.

An alternative to university teacher preparation

programs provided by the proposal for special community

college institutes.
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Related Studies

Cashin (12) studied 16 California institutions of higher education

which offer coursework specifically designed for junior college instruc-

tors. The programs investigated included either student teaching' or

teaching internships, plus lecture or seminar courses in: junior college

instruction; the nature of the junior college; and; educational psychology.

He also reviewed literature to determine which characteristics were

most frequently associated with the junior college and what components

of professional preparation programs appeared to have potential for the

promulgation of those characteristics. To determine which components

would be most desirable for inclusion in preparation programs, 85 deans

of instruction in California junior colleges, 22 coordinators of pro-

fessional preparation programs, and 948 junior college instructors

responded to study instruments. The six characteristics found to be

most frequently associated with the public junior college were transfer

education, terminal occupational education, developmental/remedial

education, cocurricular activities and experiences, academic and

vocational counseling and guidance, and unrestricted admissions.

Twelve components were rated as "essential" or "important" by over

50 per cent of deans, coordinators and those instructors who had

received instruction in the component. These included: supervised

teaching or teaching internship; planning and organizing a course of
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study; innovative techniques in classroom presentations and activities;

use and application of teaching devices and equipment; test construction

and analysis; purposes and methods of grading and evaluation; psychology

of learning; motivations and attitudes of junior college students;

aptitudes and abilities of junior college students; purposes and functions

of the junior college; scope and content of the junior college curriculum,

and; field trips to junior colleges to observe teaching activities.

Loomis, (38, p. 147-159), in a 1965 doctoral study, investigated

the formal preparation required and desired for teachers of lower-

division collegiate courses in public community colleges in the western

United States, and made recommendations for the preparation of such

teachers in Oregon. He found that the most frequently required formal

preparation was a master's degree in the subject area to be taught, and

that most respondents judged present preparation of academic teachers

to be satisfactory. Six professional courses were considered to be

valuable either as preservice or inservice instruction, but that there

was a reluctance to require such courses. Loomis' recommendation for

a preparation program for Oregon stated that:

and:

A concerted effort should be made by appropriate

agencies and institutions to identify the need

that apparently exists in Oregon for a special

preparation program for academic teachers.

These organizations should arrive at some

consensus as to the desirable formal preparation

for academic teachers and proceed to implement

such a program.
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The participants in this study generally favored several proposed func-

tions that might be performed by institutions and agencies concerned

with the preparation of academic instructors. For colleges and univer-

sities, these included: provide consultative staff to assist other

organizations and agencies to improve preparatory programs; develop

standards for improving preparatory programs; encourage qualified

candidates to enter preparatory programs; conduct research studies

pertaining to best practices in preparation; conduct research studies

pertaining to placement and follow-up, and; provide actual field

experiences such as internships in the preparatory programs. Loomis

concludes that the endorsement of these functions could be indicative

of a real need for special preparation programs, and that the present

statutes in Oregon would permit the development of an adequate system

for the formal preparation of academic teachers for the community

college.

La Grandeur (37) studied the preparation of instructors in Oregon

community colleges and the judgment of community college administrators

on desirable levels of preparation. He found that both academic and

vocational instructors recommend professional courses that appear to be

of practical application, and that they view practice teaching or

internship and college teaching methods courses as having primary value

in a preparation program. Administrators rated practice teaching less

highly, preferring instead a wide knowledge of the community college
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and an understanding of the learning process and psychology of adoles-

cence. Additional courses suggested were those intended to improve the

ability of the instructor to communicate and work with groups. All

respondents were in favor of a degree requiring two years of graduate

study, designed for an individual primarily interested in undergraduate

teaching.

Cragun (18, p. 1-5) studied desired preparation for persons plan-

ning to teach technical agriculture in post-high schools. He found

that teachers, educators and deans or directors of post secondary pro-

grams most frequently desired a combination of the bachelor's degree in

agricultural education and a master's degree in an area of agricultural

specialization. Experience in teaching and work experience in the

specialization field were other desirable qualifications.

Gleazer (24, p. 2), in a 1967 article, reports on a survey which

revealed that the basic acceptable degree for community college teach-

ing is the M.A., including about 30 units of subject content. He sug-

gests a better plan would be a bachelor's degree, followed by sixteen

months to two years of study, to include content at a mature level and

from an interdisciplinary approach, a teaching internship supervised

by both university and community college faculty, and a continuing

professional seminar involving all graduates intending to teach. This

would result, states Gleazer, in the upgrading of the M.A. degree

rather than its replacement by a new one.
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Dobrovolny (19, p. 9-13), reviewed the basic program components in

an engineering technology program, and outlined a curriculum for pre-

paration of two-year college teachers of the subject. He suggests a

post-baccalaureate program leading to a certificate or a restricted

master's degree in the teaching of engineering technology. Emphasis

should be on subject courses of no less than 28 semester hours in a

technical speciality. He felt the type of program outlined could only

be offered by "... universities which do have colleges of engineering".

Reynolds (58, p. 22-26), speaking to a conference on junior colleges

in Florida in 1957, discussed the differences in training teachers for

the community or junior college. He cited as one specific the fact

that most community college teachers "...for a long time to come, will

not have been brought up in the community college atmosphere". He

pointed out the unique function of the community college as compared

to high schools and universities, with which more teachers are familiar

because they have been there. Reynolds also ennumerated five "charac-

teristics of the effective teacher", which are:

(1) A thorough, although not necessarily all-inclusive,

knowledge of the subject to be taught.

(2) Competence in presenting materials in such a way

that the student will gain maximum benefit in

terms of understanding, skills, and critical

abilities.

(3) A command of communicative skills.
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(4) A personality that interests and inspires the

student to develop himself to the limit of his

potential.

(5) An interest in the student as a person.

He indicated that these are characteristics of effective teachers at

all levels, but that at the community junior college level, are of

particular importance because of both the wide diversity of students

who attend such institutions and the unique atmosphere found on these

campuses.

The instructional functions of engineering technology instructors

in Michigan community colleges was investigated by Ray (57) in 1966.

In regard to the order of importance of instructional behaviors of

instructors he found: primary emphasis was placed upon instructional

activities associated with the presentation of instruction; instructors

utilized formal lecture, instructional aids, application and assign-

ment, and class discussion as the most frequently used methods of

instruction; daily planning and preparation for instruction was a

major activity in which the instructors were involved, and; the

analysis identified some relationships between the frequency with

which behaviors were reported and certain characteristics of instruc-

tors. He also found that instructors were more effective than ineffec-

tive in activities associated with instructional management for learn-

ing, teacher-student interactions within the classroom or laboratory,

and counseling, but that they were less effective in activities associ-

ated with planning and preparation for instruction.
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Yaczola (70) investigated professional laboratory experiences for

teachers of associated degree nursing programs. Responses from 191

teachers of nursing in such programs revealed that they saw their pri-

mary responsibility as engaging in those activities related to the

act of teaching. Most of the instructors performed all of the activi-

ties in the area of teaching and viewed them as being important.

Activities in roles other than instruction increased in proportion to

the degree to which they were tied to the central act of teaching.

Carter (10) compared "high" and "low" merit-rated teachers in

their preservice training and experiences prior to being employed in

Florida junior colleges. Among the factors found to be highly related

(PI .01) to merit-rating were: undergraduate academic standing;

graduate institution by highest degree offered, and; receiving credit

for tests and measurements courses. When groups of teachers were com-

pared in regard to sex, important factors were found to include:

undergraduate major; graduate major; amount of professional education

hours; the undergraduate institution by type of program; the graduate

institution by type of control; receiving credit for historical and

sociological foundations of education and for educational psychology,

and; experiences in secondary school teaching. The remainder of some

35 factors studied were found to either approach significance or not

to be significant (1).< .10). Two implications suggested included:

recommendations of administrators for preservice training and prior
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results of this study indicated that many such recommendations appear

to have no effect on college teaching success, and; because the study

indicated that instructors who did graduate work in colleges which

offered only the Master's degree were given lower ratings, adminis-

trators should carefully evaluate the qualifications of prospective

teachers who did graduate work in such institutions.

Malik (39) studied responses of 317 faculty and administrators in

9 Oregon community colleges on the subject of faculty participation in

decision making. He found that academic faculty members perceived

more faculty participation than applied (vocational-technical) faculty

members. Administrators generally perceived greater faculty partici-

pation than did the academic faculty members, especially on decisions

relating to budgeting, buildings, and general administrative matters.

On the other hand, faculty perceived more involvement in decisions

relating to instruction than did administrators. Administrators

generally perceived more faculty participation than did applied faculty

members. Faculty members with less than a B. S. degree perceived more

faculty participation than those with bachelor's or advanced degrees.

There was no implication or recommendation in the study relating to

teacher preparation needs for faculty participation.

Another study of faculty participation by Stegar (62) focused on

faculty participation in institutional developments and organization
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of faculty representing groups functioning in this capacity in 21 com-

munity colleges in Illinois. He found that most community colleges

had faculty representing groups during the 1966-67 academic year in

which faculty determined representation on a departmental or divisional

apportionment plan. Faculty participation was primarily in areas of

curriculum and faculty welfare, with least participation in areas of

faculty and administrative appointments.

Case (11) studied academic senates at all junior colleges in

California and found that senates are widely approved of throughout

the faculty, are effective, and considered to contribute to attain-

ment of junior college goals. The degree of success of faculty involve-

ment in such activities was dependent upon infusion of expert know-

ledge into the processes of decision making and policy formulation.

A study by Edwards (20) to analyze the role of the community

college within the framework of comprehensive plans for post-high

school education utilized a survey of forty-eight states to determine

the patterns of higher education and the current status of planning

efforts and an analysis and interpretation of the role of the community

college where such plans existed. On the basis of the survey and

analysis, he concluded that: the development of a master plan results

in the formulation of an over-all policy for higher education; master

plans involve a state system of higher education with a basic division

of responsibility among the elements of the system; junior colleges
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are basic elements in most plans and are assigned responsibilities for

standard college programs, occupational and technical education, con-

tinuing education, opportunity programs, and special services; most

plans spell out in more or less detail the specifications and expec-

tations for community colleges, and; some form of coordinating agency

is responsible for the total post-high school program.

Kennedy (34) studied recruitment and orientation policies and

practices for part-time instructors at 19 Illinois and 11 Maryland

community colleges. On the basis of questionnaire results and analysis,

he concluded that formal local recruitment and orientation policies

and practices for part-time instructional staff had not been developed

at the majority of the participating institutions; that a variety of

part-time instructional staff recruitment sources are available to

institutions possessing distinct geographical location and diverse

local resources; the major requirement for appointment to the part-

time faculty was subject-matter competency (recognized by possession

of a master's degree or beyond), and; the orientation of part-time

instructional staff has received minor consideration from community

college administrators.

Gentry (22) studied staff perceptions of their institutions in

15 junior and community colleges in 13 states. From the 632 responses

of staff he found that professional staff perception of their insti-

tution was gooloc but that part-time staff lacked a clear perception
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of the kind of institution in which they served and commitment to its

varied program.

Colvert (17, p. 474-478), in 1955, reviewed accomplishments in

the junior colleges during the previous twenty-five years, and noted

that the most significant of five developing areas was that of the

professional development of the junior college teacher. States Colvert:

It does not matter how modern and complete are the

buildings and equipment, how broad the curriculum,

how well trained the administrators, how complete

the community service and how great the interest of

the public. If the instructors are not trained and

equal to the task, then the entire program is very

faulty.

He noted an increase of junior college instructors with a doctor's

degree from 2.8 percent in 1918 to 7.2 percent in 1955, while those

with master's degrees increased from 39 to 68.5 percent in the same

period. By that time, (1955) according to a survey reported by

Colvert, twenty-three universities had begun to offer from one to

eight courses pertaining to the junior college only. He concluded

this as evidence of considerable improvement in the area of preservice

preparation for community college teachers.

Giles (23, p. 98-106), in a presentation to a community college

research symposium in 1963, discussed the need for new and relevant

research in developing community college teaching preparation programs.

He refers to "the most often used approach (of) gathering ...vital

statistics and characteristics of the profession" as the basis for
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developing many programs as being too narrow a base for the kinds of

programs needed today. He notes three other approaches often used,

including research to locate problems and sources of satisfaction of

instructors; research on the "mobile instructor";and research to take

patterns and ideas from other disciplines and apply them to higher

education. He notes that the findings of such studies "...present

many ideas for essential study and research on the community college

faculty..." but that additional work is needed, especially "...to

develop programs of preparation for community college faculty members."

A study of preservice and inservice education for community col-

lege personnel in Oregon was completed in 1969 at Oregon State Uni-

versity (56, p. 14-19). The study report assumes that "Oregon State

University is the logical institution to set up a teacher preparation

program for community colleges" and asks "...what should the School

of Education at Oregon State University do?". Based upon results of

a survey conducted as a part of the study, the writers suggest "...they

should plan a program for instructors based upon the needs of the com-

munity colleges..." as reported in the study.

Several suggestions were made by the community colleges surveyed

with regard to a program for training community college teachers. Those

suggestions included:

(1) Courses in which potential instructors master

subject matter should be taught by departments

and colleges which specialize in the discipline.
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(2) Courses concerned with mastery of the teaching

process should be taught in the school of education.

(3) Courses in community college teacher education

should be concentrated and kept reasonable in

number rather than fragmented as is too often the

case now in teacher preparation programs.

(4) The Graduate School should coordinate the pro-

gram for community college instructors.

(5) Advisers should cease to encourage all students

in education programs to continue into a master's

program in administration or guidance. Suitable

candidates should be advised to take a master's

degree in a discipline so they will be alive for

community college work.

(6) University instructors should utilize a variety

of methods, practices and media in their class-

rooms which will stimulate prospective college

instructors to emulate them. That is, the

university teachers should practice what they

preach.

(7) Courses for community college instructors should

be taught throughout the academic year on com-

munity college sites.

(8) Community colleges want University teachers

to be conversant with what is going on in the

(community) colleges.

(9) A combination of intense seminars and practice

teaching for new community college instructors

could be initiated in summer sessions.

(10) An ongoing relationship should be established

between community colleges and the University.

This could best be accomplished through the

Oregon Community College Association who could

nominate, from members of their own committee on

community college instructors, persons to represent

the (community) colleges on the curriculum com-

mittee of the School of Education at Oregon State

University.
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According to this study, "The community colleges of Oregon feel

strongly that a university should assume leadership in planning and

setting up a program for the training of community college professional

personnel."

Nineteen related studies were reported in this portion of the

review of literature. Although less than ten percent of all doctoral

studies in the area of community college education since 1964 have

focused on the roles or preparation of teachers for these institutions

(59), those reported in the preceding section appear to represent a

broad range of concerns, situations, geographic locations and popu-

lation distribution. Among the studies reviewed, there appear to be

a number of important issues and concerns which offer a basis for

identification of critical issues in the preparation of teachers for

the community college. The following issues are identified from the

related studies, in the second of three preliminary lists of critical

issues:

Where specific courses for prospective community

college teachers are offered in a preservice pro-

gram, subjects of such courses generally include:

the nature and philosophy of the community college;

the community college student and psychology of

learning; use of teaching aids, and; communications

and group processes.

For teachers in the academic transfer curriculum,

there is a general requirement for advanced work in

a substantive major field, usually culminating in the
master's degree or equivalent.
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Internships and/or field experiences for prospective

community college teachers are broadly accepted program

requirements.

- A broad, thorough knowledge of a subject speciality is

generally required of all community college teachers.

Teaching is a primary function of the community college,

as opposed to a research and teaching function of the

four-year college or university.

Community college teachers need preparation for parti-

cipation in faculty committees and activities.

- Community college administrators and present teachers

are potential resources for identifying important com-

ponents for, and participating in the planning and

development of preservice preparation programs for

prospective community college teachers.

State master plans for higher education, where extant,

are a source of important information for program plan-

ning where the university role regarding preparation of

community college teachers is identified.

In general, recruitment, selection and orientation

systems for prospective community college teachers

need improvement and expansion.

The state university system of a state is one agency

or level which could logically be the center of plan-

ning and developing community college teacher education

programs. For Oregon, there is a rather strong, recent

indication for this function.
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University Based Teacher Preparation Programs

In comparing programs of preparation for community college leader-

ship personnel with those for the preparation of teaching perconnel for

these institutions, Gleazer (25, p. 112), notes "a concerted and system-

atic approach to the preparation of professional leadership...begun in

1960 by ten universities, the W. K. Kellogg Foundation and the American

Association of Junior Colleges", which led to the development of the

"Junior College Leadership Program". However, Gleazer relates:

Nothing of such scale and coherence has been done to

prepare community college teachers. ...No large-scale,

deliberate and concentrated program of development is

yet in existence for prospective or currently employed

community college teachers. However, a large number of

universities, and state colleges, aware of the need, are

evidencing an interest which ranges from tentative to

substantial (25, p. 112-113).

Several universities have, in the past few years, begun to give

the kind of attention Gleazer indicates to the preparation of community

college teachers. Programs offered at twelve of these universities are

described in this section. They range from broad intra-institutional

programs, to offerings of minors in community college teaching. The

scope and content vary with the institution. Several have obviously

developed as direct results of the impetus of the Kellogg Foundation

supported leadership program on the university campus. These programs

evidence, however, an interest on the part of these universities in

the preservice preparation of community college teachers.
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University of California at Los Angeles

the "Junior College Curriculum" course at UCLA is designed as a

part of the studies basic to a doctoral program and as preparation for

junior college teaching. Students are expected to learn to build and

supervise courses which fit into the total curricular pattern of the

junior college, and to translate their courses to their students in

such a way that maximum learning may be effected. The course includes

nine units, each with its own validation, goals and objectives, and a

list of media. Included in the nine units are (1) building the course;

(2) the junior college functions, facilities and students; (3) the

junior college curriculum; (4) learning; (5) goals and objectives;

(6) classifying objectives; (7) tests and assessments; (8) instructional

designs and media, and; (9) the assessment of curriculum and instruction

(13, p. 1-19). According to Cohen, author of the course syllabus

described above, "the UCLA junior college teacher preparation program

not only prepares graduate students to work in junior colleges, but is

designed to cause change within the junior college system." He relates

further that the program does not prepare teachers simply to accept

current instructional patterns, but expects them to alter the pattern

toward "a true teaching-learning situation". The program recruits,

selects and tests teacher candidates, and provides counseling and

placement services. Program representatives work directly with junior
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college faculty members and administrators to improve evaluation pro-

cedures, recruiting practices, and research approaches (13, p. 1-19).

Eastern Washington State College

Instead of favoring the usual recruitment from high schools or

university graduate programs, Eastern Washington State College decided

on a method of interinstitutional planning. Twenty-nine present and

prospective community college teachers accepted invitations to join

the EWSC summer faculty to accomplish three objectives: (1) teach

enough to cover the summer's expenses; (2) take part in a two-week

workshop to devise a curriculum for their future teaching colleagues,

and;(3) to do advanced study. Certain guidelines were developed as

a result of this activity. Most important was the need for on-campus

internships to ensure that the teacher and the unique needs of the

college are compatible. Vocational teachers emphasized experience in

both teaching and occupational specialty. All participants put subject

matter competence first and generally agreed that an M.S. degree was

necessary along with educational breadth. Also recognized was the need

for competence in the use of varied instructional techniques and media,

for dealing with diverse student abilities, and effective communication.

According to a report of this summer program, difficulties in course

equivalents and transfers are expected to be eased, and the common and

different roles of the two institutions illuminated (26, p. 26-29).



56

Uhiversity of California Berkeley

Candidates for the University of California's Graduate Program for

the preparation of junior college teachers must have a master's degree,

but need no previous professional preparation for teaching. Selection

pressure is intensive, with preference given to qualfiied applicants

in shortage fields. Built around an intensive summer session of super-

vised teaching with related professional activities and one semester of

internship teaching in a cooperating junior college, the Program inte-

grates professional studies at the graduate level and supervised, on-

the-job teaching experience. The Program meets the needs of mature,

academically qualified persons who did not make an early choice of teach-

ing as their profession. During the internship, they hold regular

full-time teaching positions and are paid by the junior college. Interns

will have earned twelve units of work in professional education by the

end of the Program, and will be eligible for the regular junior college

credential (64, p. 1-15).

Florida State University

Florida State offers a 48 hour non-thesis master's degree program

designed for the student whose immediate professional goal is junior

college teaching. The program makes possible attainment of subject

area competency at the master's degree level and a professional
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background relevant for teaching at the college level. Successful par-

ticipants receive the degree of Master of Arts or Science and qualify

for certification to teach in the public junior colleges of Florida.

Each candidate has two faculty advisors, one from the major subject

field and the other from the field of junior college education, who

serves as minor professor and advises in selection of professional

courses and coordinates the program. Required quarter hours in the

program include 27 hours of graduate level course work in the subject

teaching field, and 15 hours of professional education credit. A

minimum of nine quarter hours of professional course credit, offered

by the Department of Higher Education, is required. This must include

a course in junior college philosophy and curriculum and a seminar in

college teaching. Practice teaching or internships are not included

in this program (21, p. 1-3).

University of Colorado

While the University of Colorado, like many universities across

the nation, does not have a formally organized program for the prepara-

tion of community college teachers, the Community College Leadership

Program and the Department of Higher Education have developed an out-

line for such a program. The Community College Teacher Preparation

Program has been organized around a tripartite model which includes two

courses in higher education; The Community College and College Teaching;
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a one-term internship in one of Colorado's community colleges; and a

master's degree program in one of twenty-five subject areas offered by

the University. The internship experience will be supervised by three

persons including a member of the Program staff, a supervisor from the

academic department, and a supervising teacher at the community college.

This program identifies two principle thrusts, namely :(]) preservice

training for those who wish to teach in the community junior colleges,

and;(2) attention to the special educational needs and problems of the

educationally or socio-economically disadvantaged students (65, p. 1-2).

University of Florida

Preservice programs for prospective community junior college

teachers in Florida are offered through a program of intra-institutional

cooperation at the University of Florida. Each of the fourteen colleges

within the University participate in a program coordinated by the

Graduate Council, which has univeristy-wide representation of all col-

leges in the total University complex. The intra-institutional cooper-

ation is provided by joint collegiate committees which plan, administer

and supervise individual programs; university-wide fellowship programs

and proportionate sharing of subvention funds and other monies available

for improving programs. A special committee of the Graduate Council

places emphasis on coordinated programs for preparing persons to teach
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at the community junior college level. For individuals, programs in-

clude the Master of Arts in Teaching, Master of Science in Teaching,

Master of Arts in Education and Master of Education. An example of the

internal cooperation between the Council committee and certain colleges

is indicated where a program is designed to prepare faculty in the oc-

cupational areas. Here, a program is offered cooperatively between the

College of Education and Colleges of Agriculture, Architecture and Fine

Arts, Business Administration, Engineering, Health Related Professions

or Nursing. All programs are based upon three major "building blocks",

including: (1) a block of general education; (2) a large body of back-

ground knowledge in a subject discipline and; (3) an internship which

provides actual classroom teaching experience (66, p. 1-14).

Perhaps the unique aspect of this program is that there is no

separate specialized department or area for the preparation of community

junior college teachers. The present collegiate resources of the Uni-

versity are utilized through a system of coordinated planning, develop-

ment and supervision among and between related colleges, councils and

committees in this intra-institutional program setting.

Michigan State University

While Michigan State University places emphasis in the community

college area on preparation of administrators for these institutions, a

minor program of study in higher education is also available for those
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persons who wish to prepare themselves to teach at the community college

level. These persons would normally be enrolled in the department of

their academic major while electing a minor program of studies in higher

education through the College of Education. Prospective community college

teachers would enroll and pursue a subject matter major in the appro-

priate department, and elect nine to fifteen credits of study in higher

education and "other appropriate areas in the College of Education"

(43, - 17)-

Appalachian State Teachers College

In 1957, Appalachian State Teachers College began a master's degree

program for preparing junior college teachers based on the assumption

that the master's degree is sufficient academic preparation for junior

college teaching. A feature of the program is the orientation it pro-

vides in the philosophy, objectives, and nature of the two-year college.

Those enrolled in the program are required to take courses in "Instruction

Program in the Two-Year College" and either "Seminar on the Two-Year

College" or the "Practicum Seminar on Teaching in the Two-Year College".

The latter is open only to teaching assistants. Students who wish to

limit their majors to the minimum number of units may take additional

work in counseling and guidance, with a minor in psychology or another

academic field. Prospective librarians major in library science and

minor in junior college education. A paper explaining the program
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indicates that reports from junior colleges indicate the program is

successful (68, p. 1-4).

University of Michigan Center for the Study of Higher Education

The Center for the Study of Higher Education at the University of

Michigan, does not have a major program for the preparation of community

college teachers. Students with an interest in community college teach-

ing who come to the Center for counseling are urged to take their degrees,

whether master's or doctorate, from the academic department representing

their individual discipline. In order that these prospective teachers

have a "limited amount of course work which will familiarize them with

the community college setting . . . and . . . help them in their teaching

careers",courses including "The Community College", "Current Problems

in Higher Education" and "Technical Education in Community and Junior

Colleges" are recommended. The Director of the Center noted that "A

course in effective college teaching would also be advised", but stated

that the Center does not offer such a course. He indicated that the

Psychology Department of the University offers one (of this nature)

which is used by some students (67, p. 1-14).

Here, as at Michigan State University, preparation program emphasis

is on developing administrators for community colleges. Courses offered

students in the administration program are apparently open to those

desiring to prepare for community college teaching careers. The list
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of possible courses is extensive, and might not be limited only to those

indicated by the Director of the Center (67, p. 1-14).

Teachers College Columbia University

The community college program at Teachers College, Columbia Uni-

versity is similar to others involved in the W. K. Kellogg supported

programs for preparation of leadership personnel as far as its relation

to preservice teacher preparation programs. The Department of Higher

Education does not handle the preparation of community college teachers.

According to a letter' to the investigator from the Director of the

Center for Community Colleges, the University is:

. . . rather unique as a school of education in that

it has teaching departments and not just service

courses for the university. Within Teachers College

. . . we have departments of social studies, science,

mathematics, English and Literature, Speech, Music,

etc. Each . . . department prepares teachers for

both two-year colleges and four-year colleges.

There is also a special program for teacher preparation known as the

Ed.D. in college teaching of an academic subject. A mimeographed

handout from this University on "Requirements for the Degree of Doctor

of Philosophy in the Area of Higher Education" indicates a number of

courses which might be applicable for persons pursuing the career goal

of community college teaching. Whether or not these courses are open

to such persons is not clear from the information (16, p. 1-5).

1

Letter from James L. Miller, dated April 1, 1970.
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University of Arizona

The Department of English at the University of Arizona has used

eight Education Professions Development Act Fellowships as support for

preparing first year graduate students to teach English in junior

colleges or in lower divisions of four-year colleges. At the end of

two years and an intervening summer session, Fellows receive an M.A.

in English and qualify for the Arizona Junior College Certificate.

Special training for conditions encountered in a two-year college is

provided through course work and a series of internships in which, in

the last three semesters, Fellows participate in classroom instruction

in freshman composition, literature and humanities. This program has

been underway for less than one year, therefore no evaluation data on

the program are available (63, p. 1-11).

State University of New York at Buffalo

A special program designed to prepare community college teachers

in the health related professions is the focus of the Community College

Teacher Preparation Program at Buffalo. The program consists of a ten-

month, credit free -certificate course of study with the main goal of

initiating preparation of professionally competent individuals for

allied health faculty positions in two-year colleges. Recruitment

for the program is conducted on a national basis through professional
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journals, conferences, meetings and workshops. Both degree holding

and non-degree individuals practicing in allied health fields are

eligible for the program. Two-year colleges also recruit prospective

faculty members with the stipulation that they complete the Teacher

Preparation Program before beginning actual teaching duties. Definition

of instruction objectives, identification of entering student behavior,

instructional procedures and performance assessment comprise the basic

teaching model for each of nine units, including: (1) orientation to

teaching; (2) teaching-learning process; (3) the college student;

(4) teaching methodology and instructional media; (5) process, procedures

and tools of evaluation; (6) faculty-administration: roles and relation-

ships; (7) student personnel; (8) professionalism, and; (9) curriculum

development, planning and finance. University faculty plan and implement

each of the nine units under the coordination of a unit leader. A

variety of specialists are involved in the program, including community

college personnel from participating colleges who contribute as lecturers,

consultants and clinical instructors. An integrated student teaching

experience extends throughout the ten-month program at one of two coopera-

ting community colleges, where academic faculty serve as supervising

clinical instructors. Some students may participate in work-study

experiences in community health agencies along with the classroom

teaching experience (30, p. 1-7).
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Foundation Supported Programs and Projects

Two teacher preparation programs supported by private foundations

were reviewed and provided background information for this study. De-

scriptions of them follow.

National Sanitation Foundation Program of Teacher Education for

Environmental Technology (POTEET).

A teacher preparation program coordinated through the National

Sanitation Foundation's education project and supported by NSF, the

W. K. Kellogg Foundation and the Statler Foundation, provides scholar-

ships to subsidize teacher training at six community colleges across

the nation. The potential teacher-trainee is identified by a community

college, and together with NSF's Project POTEET, is evaluated as to his

experiences, training and professional goals. Together, the Project,

the community college and the trainee devise a preparation program

tailored to the trainee's needs. The goal is to develop a teacher who

understands the junior college student, the community junior college, and

can use and develop useful audio-visual aids in his teaching. The bulk

of training takes place close to the trainee's home and community college.

Short periods of training time are also spent at NSF headquarters in Ann

Arbor, Michigan. Most university study is located close to the home of

the trainee, enabling him to spend part of his time on the campus of
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the community college employing him. Support of a trainee by Project

POTEET is ordinarily limited to one year. The Project enters into a

specific agreement with the employing community college regarding all

aspects of a trainee's program (45, p. 1-8).

Junior College District of St. Louis and St. Louis County, Missouri

The Junior College District Teaching Internship-Core Program is a

Midwest Technical Education Center project undertaken with Southern

Illinois University and funded by the Ford Foundation. The objective

is to develop teachers for students in semi-professional or career

programs. The program offers intern teaching, observation of master

teacher methods, orientation to student personnel services, organ-

izational orientation, case studies, related field observation experi-

ences, course work and seminars. Participants may intern in one of five

occupational subject areas, including agriculture, business, engineering

and industry, health and public service related fields. Emphasis may

be on, one of several specific subject areas within each related field.

Internships are full time for either one semester or two quarters. Two

courses relating to post-high school technical programs are required:

Community College; and Technical Education. A master teacher of the

Junior College District is selected to work with each intern. Thorough

evaluation of intern performance is required, and interns participate

in evaluation by preparing a summary and critique of their experiences in

each of the eight elements of the programs (44, p. 2-4).
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There appear to be several common elements among the programs

reviewed in the preceding two sections, and at least two important

differences. The significant similarities which offer some bases for

identifying important elements in program development include:

Commonality of course components included in

the instructional programs.

Internships or field experiences in a community

college setting as integral parts of most preparation

programs.

The goal of a master's degree or the equivalent as

a result of participation in the program.

The number of courses and hours of advanced study

required.

General requirement for enrollment in an academic

major for substantive specialization, with enroll-

ment in a minor program focused on college teaching,

usually with an emphasis on the community college.

- An emphasis on courses dealing with the nature and

philosophy of the two-year college and its students.

Two important differences are noted:

The administrative structure and control of the

preparation program within the university system,

and relationships to other agencies, such as state

departments of education.

The specialized area approach (such as the English

program, and the health related training program) as

opposed to the more generalized approach to teacher

preparation noted in most of the university programs

reviewed.
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SUMMARY

This chapter presents a review of the literature, programs, and

other documents relating to the various elements, ideas and present

models that should be considered in the development of planning guide-

lines for a preparation program for community college teachers in Oregon.

It has included a review of general literature, including publications,

related studies and reports and summaries of certain conferences and

institutes dealing with the subject; a review of community college

teacher preparation programs at twelve universities across the nation;

and reports on two special foundation supported programs for the prepara-

tion of community college teachers.

It is apparent that considerable diversity exists across the nation

regarding the aspect of planning such programs. In fact, there is

limited evidence in the literature which suggests concerted efforts by

any agency or institution to carefully and objectively plan a comprehen-

sive program for preparing community college teachers. Rather, each such

agency or institution appears to have approached the problem individually,

(with a few notable exceptions, e.g., Florida) in an almost isolated

fashion, and have developed specific programs to treat special needs.

No university in the country offers what can be called a full degree or

comprehensive preparation program. Many offer a few courses, or minors

in college teaching. Most have apparently focused on program components,
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often based on precedents set by higher education, rather than on a

model of planning based upon objectives, goals and projected outcomes.

A number of central factors having implications for planning and

developing teacher preparation programs for community college personnel

do appear in the programs, studies and documents reviewed. These central

issues offer a rather specific basis from which to develop initial state-

ments for guidelines for program planning and development. For this

study, the implications of these details are central to the purpose and

procedures of the investigation. It is from this basis that the study

is developed. The important issues, synthesized from the three prelim-

inary summaries, are consolidated into the following single list:

Internship or field experience for prospective

community college teachers is an important element

in a teacher preparation program.

Teaching is a primary function of community college

teachers, as opposed to the joint teaching-research

function of the four-year college or university.

Community college teachers must possess certain

competencies in a specialized subject field and

be able to teach effectively.

There exists nation-wide a general requirement

for the master's degree as prerequisite to teaching

in the academic transfer program of the community

college.

Typical programs of graduate instruction tend to

emphasize courses in the philosophy and objectives

of the community college; the community college

student; psychology of learning; curriculum and

course planning and development; instruction in the

use of teaching aids and techniques.
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- The ability to communicate and work effectively in

group situations is an important characteristic of

community college instructors.

Courses or experiences in participation in community

college decision making processes are desirable in

preparation programs.

Community college administrators, and community

college teachers, are important sources for information

and judgments when development of preparation programs

is planned.

- Master plans for higher education include identification

of roles for community colleges, universities, state

departments of education and other related agencies.

Present university teacher preparation programs are

not meeting the special requirements of most states

for training prospective community college teachers.

- One possible alternative to university teacher education

programs for community college personnel is the establish-

ment of special community college teacher education

institutes in strategic locations throughout the

country.

Programs for the preservice preparation of community

college teachers require flexibility in structure and

function, and sensitivity to changing and special

teacher education needs.

The state university system is one logical location

for preservice preparation programs for community col-

lege teachers.

The foregoing list of critical issues in teacher preparation pro-

grams,and the total pool of information from which the issues were

isolated, was an essential, integral aspect of this study. In conducting

the review, attention was given to recent programs, studies, and writings,

rather than to a typical historical review. The review, besides
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providing a foundation for development of the study, should also give

perspective to the study and should point up the value of investigating.

further the preservice preparation of community college teachers.
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CHAPTER III

CRITICAL ISSUES IN COMMUNITY

COLLEGE TEACHER PREPARATION

Critical Issues Extracted from the Literature

Twelve central factors, termed "critical issues" in this study, were

identified from the related literature. The issues, which provided the

basis for the majority of statements in the first survey instrument sent

to the national Delphi panel, include the following:

(1) Internship or field experience is an important element in

community college teacher preparation.

(2) Teaching is the primary function of the community college

teacher.

(3) Competence in a substantive field is essential, as is the

ability to teach effectively.

(4) The master's degree is generally accepted as a minimum

requirement for teaching in an academic speciality at the

community college.

(5) Courses for preparation of teachers usually include instruction

in philosophy and objectives of the community college, the

nature of the community college student, psychology of learning,

curriculum development, and use of teaching aids and techniques.

(6) Preparation for participation in faculty activities and decision

making groups, and ability to communicate effectively, are

important concepts in teacher education for community college

personnel.

(7) Community college administrators and teachers are potential

resources for identifying teacher preparation needs.
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(8) State wide master planning provides for identification of the

role of the community college in higher education, and presents

certain implications for community college teacher education.

(9) In general, university teacher education programs are not

presently meeting the requirements for preparing community col-

lege teachers.

(10) Special community college teacher training institutes provide

one possible alternative to university training programs.

(11) Teacher education programs should be flexible and structured to

remain sensitive to the special needs of the community college.

(12) For Oregon, there is a strong, recent indication that the state

university system is a logical location for a preservice prepara-

tion program for community college teachers.

The first survey instrument (Set I) included twenty-three statements

developed primarily from the foregoing list of critical issues. A few

additional issues, dealing primarily with the subject of teacher certi-

fication, were also included. The completed instrument was returned by

twelve of fourteen panel members (85.7 percent). Responses were recorded

in three categories:

(1) Agreement (combined strongly agree and agree responses);

(2) Disagreement (combined disagree and strongly disagree responses);

(3) Undecided (all undecided responses).

/ When over 50 percent of responses on a statement were in one of the

three categories, consensus was considered achieved. This method of

recording responses was used as the basic structure for analysis of all

data reported in this chapter. Supplementary classes and levels were

established as needed in later portions of the data analysis.
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Judgments of National Experts on Set I Statements

Panel members were in consensus agreement with statements having

the following subjects at the level indicated:

(1) Field experience or internship.

(2) Teaching as a primary function.

(3) Use of present staff in program development.

(4) Inadequacy of present preservice programs.

(5) Course content based upon competency requirements.

(6) Administrators attitudes toward preservice programs.

(7) Inservice course content as a resource for pre-

service courses.

Percent

Agreeing

93

83

83

83

75

75

75

(8) Program flexibility for changes in certification. 75

(9) Subject matter competence as the most important

teacher characteristic.

(10) State university system has chief responsibility

for program development.

67

58

(11) Interdisciplinary focus for preparation programs. 58

(12) No one best program for teacher preparation. 58

Details of this analysis are in Tables 1 and 2 (Appendix B).

National experts appear to agree that these subjects are important

issues in a preservice preparation program for community college teachers.

Although a noticeable range in agreement exists on individual items

(93 to 58 percent of respondents agreeing), the evident central tendency
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to agree is consistent with issues identified in the literature. No

less than seven of those issues are represented among the twelve state-

ments in this category. Most support is found for issues concerned with

field or internship experiences, teaching as a primary function of com-

munity college teachers, and the utilization of present teachers as

resources in planning and development of preparation programs. Likewise,

the national experts tend to agree that most present preservice programs

are not adequate in scope, structure or content to meet the special

needs imposed by requirements for training teachers for the community

college. Further interpretation on the remaining issues in this category

is deferred to analysis of results of the second survey (Set II).

Panel members disagreed in the majority on statements having the

following subjects, at the level indicated:

(1) Using present teachers' perceptions as the best

basis for program development.

Percent

Disagreeing

67

(2) Defining the range of teachers' functions solely

in terms of "what is teachable". 67

(3) Present university teacher education programs are

adequate for preparing community college teachers. 67

Details of this analysis are in Tables 1 and 2 (Appendix B).

Disagreement on these statements is consistent with indications of

agreement on statements of an opposite nature in the agreement category,

and with the central meaning of related issues in the literature list.

Although 83 percent of the respondents agreed that present university
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teacher education programs are inadequate for preparing community college

teachers, only 67 percent disagreed that such programs are adequate.

Little significance can be attached to this difference, however, because

of the small population of respondents. It should also be noted that

these particular statements were formed to serve as an internal instrument

check on response validity and consistency. It would appear that this

objective was achieved.

National panel members were undecided on eight statements. There

was no consensus on statements having the following subjects:

(1) Subject matter competence as the most important teacher

characteristic.

(2) Designing of a comprehensive training program for all

potential community college teachers.

(3) Ability of community colleges to determine preservice needs

of prospective teachers.

(4) Creation of special community college teacher training

institutes.

(5) A state plan for teacher education.

(6) Definition of roles of related agencies in program planning.

(7) Analysis of certification requirements prior to program

planning.

(8) Capability of community colleges to prepare prospective teachers

exclusively through inservice programs.

Details of this analysis are in Tables 1 and 2 (Appendix B).

This lack of agreement or disagreement appears to indicate that the

statements were too general or ambiguous for clear-cut decisions by the
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national experts or that they raise issues on which educators have differ-

ent points of view. Most of the comments made by respondents were made

on these statements, and most indicated the need for greater specificity

or clarity before a definite response could be given (Appendix C).

Because of the tendency for indecision on these subjects in the form

stated, there is little basis for assessing congruity with issues in the

literature list. Moreover, the strong indication in respondents' comments

and suggestions that such subjects should be stated in more specific

terms suggests that the central issue in each statement was acceptable,

but that refinement and revision of statement presentation would elicit

specific responses.

One objective of the Delphi Technique, as employed in this study,

is to gain increasingly higher levels of consensus on issues through

successive rounds of contact with authorities. In order to produce

more refined and specific statements to accomplish this objective, all

statements in the first (Set I) survey were revised to some degree.

Revisions were based upon panel members' comments, and nine new state-

ments were developed from syggestions made by experts. Thirty-two

statements were in the second (Set II) survey.

Judgments of State and National Experts on Set II Statements

Responses from each panel were first recorded and analyzed separately.

Details of the analysis are found in Tables 3 and 4 for the national
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panel, and in Tables 5 and 6 for the state panel (Appendix B). Categories

were the same as those used in Set I. Responses were next compared

between panels on an item-by-item basis. Four additional agreement

levels (mutual, high, moderate, low) were established for the purpose

of recording and comparing these data. Results of this analysis are in

Table 7, and statements included in each level are in Tables 8, 9, 10,

11, and 12 (Appendix B). Finally, responses from both panels were com-

bined in order to develop a broader base of data for analysis and for

assessing over-all congruity with issues in the literature list. Com-

bined data were recorded and analyzed in four supplementary agreement

classes (high, moderate, low, undecided) and are shown in Table 13

(Appendix B). Statements in each class are in Tables 14, 15, 16 and

17 (Appendix B). Recording in this manner facilitated analysis of

central tendencies to agree, disagree, or not decide on individual

statements and groups (classes) of statements. The result of this

step is a "priority list" of issues for the preparation of community

college teachers, based upon combined judgments of state and national

experts.

The following list of critical issues represents analysis of data

on the basis of:

(1) Individual (state, national) panel responses (Tables 3, 4,

5 and 6);



(2) Comparison between state and national panel responses

(Tables 7, 8, 9, 10, 11 and 12) and;

(3) Combination of response of both panels (Tables 13, 14, 15,

16 and 17).

Percentages of separate and combined agreement are shown.

(1) Field experience or interhship

as a program essential.

(2) Comprehensive programs should

provide for subject matter

mastery, emphasize teaching,

philosophy of the community

college and ability to com-

municate

(3) Use of selected present com-

munity college teachers in

program planning.

(4) Training for adequate teacher

functioning beyond the class-

room.

(5) Need for effective selection

and recruiting systems.

(6) Preparation programs must

emphasize the community col-

lege student, his varying

backgrounds, and needs.

(7) Teacher knowledge and ability

requirements established as a

basis for planning preservice

programs.

Percent

Agreeing

State/National

Combined

Percentage

Agreeing

100 100 100

100 100 100

100 100 100

100 100 100

100 100 100

100 100 100

100 93 98

79
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Percent Combined

Agreeing Percentage

State/National Agreeing

(8) The function of com-primary the

munity college teacher is to

teach students.

(9) Involvement of present community

college faculty members in design-

ing preservice preparation

programs.

(10) Consideration of community col-

lege administrators attitudes

toward preservice training.

loo 93

100 83

100 83

98

93

93

(11) Assistance to community colleges

in developing teacher evaluation

systems. 83 100 93

(12) Cooperation between community col-

leges and universities for field

experiences and course provisions.100 83 93

(13) Course content providing for

subject matter and teaching

competencies.

(14) University teacher education

programs not prepared to train

community college teachers with-

out modification.

(15) Most preservice programs lack

scope and content to provide

adequate community college

teacher training.

(16) Group dynamics and orientation

to participation in college

committees are important pro-

gram elements.

83 100

83 93

93 83

83 93

93

88

88

88
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Combined

Percent Agreeing Percentage

State/National Agreeing

(17) Understanding and use of

research essential to teacher

success.

(18) Know roles and responsibilities

of related agencies and utilize

in planning preservice programs.

(19) No one best program nation-

wide for all prospective com-

munity college teachers.

(20) Community colleges as a source

of information on preservice

training needs of their teachers.

(21) Community colleges possess

limited capacity for preparing

teachers through inservice

programs.

(22) Differentiated staffing as an

important concept in develop-

ing preservice preparation pro-

grams.

(23) Preservice education development
is a primary responsibility of

the university.

(24) Cooperative development of a

state plan for community col-

lege teacher education by

universities within a state.

(25) Three most important teacher

competencies as: mastery of

subject matter, ability to com-

municate, interest in and liking

for students.

83 93 88

93 75 83

75 83 79

93 67 79

93 67 79

75 75 75

75 75 75

93 58 75

100 50 75



82

(26) :cacher training including

experiences in several allied

or related fields, in addition

Percent Agreeing

State/National

Combined

Percentage

Agreeing

to subject specialty. 75 67 71

(27) Experiences with inservice

programs as a source of ideas

for preservice program courses. 58 67 63

(28) State university system as

best agency for beginning pro-

gram development. 50 58 54

Combined Panel Support for Literature List Issues

Considerable support was found in the combined judgments of both

state and national experts for eight of twelve issues identified in the

literature. Included were subjects concerned with:

(1) Intern or field experience.

(2) Teaching students as a primary teacher function.

(3) Subject matter mastery in a substantive field and competence

in teaching.

(4) Master's degree as a minimum requirement for academic teaching.

(5) Preparation courses including: philosophy and objectives of the

community college; the community college student; curriculum

development, and; use of teaching aids and techniques.

(6) Preparation for participation in faculty activities and com-

mittees, and ability to communicate effectively.

(7) Community college administrators and teachers as resources for
identifying preservice preparation needs.



83

(8) Ability of present university teacher education programs

to provide training for prospective community college

teachers.

Thirteen of seventeen statements in the high agreement level (88 to

100 percent) on the priority list were related to the foregoing literature

list issues. Strong support of experts for these as critical issues in

program development is indicated.

Four other statements in the high agreement level on the priority

list had no counterpart subject in the literature list but were developed

from panel members' suggestions on the first (Set I) survey. These

included subjects related to:

(1) Teacher selection and recruitment;

(2) Use of research in teaching;

Teacher evaluation systems, and;

(4) University-community college cooperation in program develop-
ment and implementation.

Three literature list issues were supported by both panels at lower

levels of agreement. Statewide master planning for teacher education

was supported by 93 percent of state authorities, but by only 58 percent

of the national panel (79 percent combined). Program flexibility was

favored by 93 percent of state respondents, while only 67 percent of

the national panel agreed (79 percent combined). Support for giving

universities primary responsibility for program development was found

at a moderate (75 percent) level for both panels. However, state
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experts strongly favored cooperative development of a plan for a teacher

education program by several universities within the state (93 percent

agreeing). National panel support for this issue was found at the lowest

agreement level (58 percent).

In general, judgments of both state and national panel members on

statements in the second (Set II) survey appear to support strongly most

of the issues identified in related literature. A synthesized list of

apparent critical issues is found in the summary of findings at the end

of this chapter. This list is based upon congruence of panel members'

judgments with literature list issues and support found for additional

subjects suggested by the national panel or by the investigator. Analysis

and interpretation of other implications suggested by the data follows.

Major Differences in Judgments Between Panels

There is a noticeable difference in judgment between state and

national panels on certain items in the priority list of issues. Since

the panels do not represent samples of a larger population, but are each

a total population of state or national authorities, it was not considered

necessary (or possible) to validate statistically the significance of

any differences in their judgments on statements in the survey. However,

some qualitative interpretation of apparently important differences in

judgments is consistent with the purpose of the study. In order to

interpret and discuss such differences, an arbitrary scale, based upon
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the number of percentage points difference between panels on an item,

was established (Table 7). A difference of over ten points was con-

sidered indicative of something less than high agreement between the

two panels. Additional levels were established as outlined in the

procedures.

The greatest difference of opinion between panels was found on

Item 25 in the priority list, which suggested that the three most

important competencies of teachers are: mastery of subject matter;

ability to communicate, and; an "interest in and liking for" students.

State experts agreed with this statement at the highest level (100 percent)

while national panel members could agree only at a 50 percent level.

On the basis of this finding, it would appear that this issue has

significant implications for planning a community college teacher

education program in Oregon, particularly in terms of course offerings

and practical experiences for prospective teachers.

State experts also agreed at a considerably higher level (93

percent) than national experts (58 percent) on Item 24, regarding

cooperative development of a state plan for community college teacher

education by universities within the state. In addition to their

support for this idea, state experts added comments which suggested

that such cooperation should be extended to include community colleges,

the state board of education, and other related agencies (Appendix E).

Companion support for this approach is suggested by high agreement
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(93 percent) of state experts with Item 18, regarding knowledge of roles

and responsibilities of related agencies and utilization of important

relationships and resources among them in program development. National

panel members agreed with the latter item at a moderate level (75 percent).

Again, there would appear to be important implications for program de,

velopment especially designed for Oregon, based upon the support and

additional comments and suggestions of state leaders.

Differences in judgments between panels of 26 percentage points

were noted on two subjects. In both cases, state experts agreed at a

higher level (93 percent) than did national experts (67 percent). Com-

munity colleges as a source of information on preservice training needs

of their teachers (Item 20) was supported more strongly by the stat,.

panel than by the national panel, although both panels agreed moderately

on a combined basis (79 p ercent). Likewise, state panel members agreed

more strongly than national experts that community colleges possess a

limited capacity for preparing teachers through inservice programs

(Item 21). These findings suggest a difference in perceptions between

the panels regarding the role and capabilities of the community college.

It appears that national experts are less sure of the role of the com-

munity colleges in identifying pertinent teacher education needs, and

that they believe that community colleges can treat teacher preparation

adequately primarily through inservice programs. On the other hand,

state experts appear to perceive an important role for the community
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college in identifying needs of teachers for teacher preparation pro-

grams. They reject, in effect, the idea that they have the capacity

for preparing teachers primarily through inservice types of training.

These findings are consistent with those findings reported for cooperative

program planning which includes community colleges.

State panel members agreed at a higher level (100 percent) than did

national panel members (83 percent) on three items. State experts

favored involvement of present community college faculty members in

designing preservice programs more than did national experts (Item 9).

They also supported more strongly than did their national colleagues

the idea of considering community college administrators' attitudes

toward preservice training of teachers (Item 10). Cooperation between

community colleges and universities for providing field or internship

experiences for prospective teachers (Item 12) also found greater support

from state experts as an important issue. Again, the significance of

these findings would appear to be in the differing perceptions of

state and national experts regarding the role and function of the com-

munity college. State experts, as primarily community college presidents,

appear to have a tendency to interpret and respond to statements more

subjectively whenever the role of their institution is involved. More-

over, there is a suggestion in these findings that state experts tend to

perceive a comprehensive role for the community college, as opposed to

the "junior college" or academic transfer institution role predominant

in many sections of the country.
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Panel agreement levels were just the reverse of those discussed

above on two items where national experts agreed at a higher level

(100 percent) than did state panel members (83 percent). National

experts were unanimous in their support of the idea that course content

in a preservice training program should provide for competencies in

subject matter as well as how to teach students (Item 13). State leaders

were not as supportive of the subject, perhaps because the statement

was not more specific. This interpretation is suggested by support of

state leaders reported earlier for the item concerning the three most

important teacher competencies, plus their unanimous agreement on Items

2, 6, and 7 in the priority list, which describe competencies and course

components in greater detail. A similar agreement pattern by panels

was found for the subject which suggested that preparation programs

should support community colleges in developing teacher evaluation

systems (Item 11). There is little basis for interpreting the difference

in agreement between panels on this item. One national panel comment

was:"Risky, but OK" (Appendix 0), while one state respondent commented:

"I think these community colleges should do it (develop evaluation

systems) with assistance from any resource available" (Appendix E).

In general, there appears to be a tendency for both panels to

agree, at reasonably high levels, that these subjects are important

issues in community college teacher education. The majority of items

appear to be consistent, or at least compatible, with most of the
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issued identified in the literature. While levels of combined support

range from a high of 100 percent to a moderate 75 percent on individual

items, there appears to be a general pattern of internal agreement

within and between panels that these are issues which must be considered

important elements in planning a preservice preparation program. Remain-

ing items in the agreement category are discussed following.

Other Moderate and Low Agreement Items, Combined Judgment Data

The concept of differentiated staffing as an important consideration

in developing preservice programs for community college teachers (Item

22) was only moderately agreed upon by both panels (75 percent). One

national expert commented: "Don't know this 'concept'." There were no

other comments or suggestions by either panel on this statement. It

would appear that both state and national experts would prefer to deal

with more immediate issues, such as program components, teacher compe-

tencies and field experiences, in considering important issues for

program development. This does not infer a lack of importance for

differentiated staffing, but rather a lower priority for the concept

than for other issues.

Low agreement was found on three items. Differences between panels

were negligible (eight or nine percentage points) on each item. State

experts agreed (75 percent) as did national experts (67 percent) that

teacher training programs should provide for experiences in several
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related fields in addition to subject specialty (Item 26). The low

level of support on this item appears to indicate that although panel

members were in agreement, they preferred emphasis on subject matter

competency in one field, and would place a low priority at this time

on broadening experience opportunities to include other associated

subjects. Likewise, neither panel strongly supported the proposal that

ideas for preservice courses should be drawn from past experience with

inservice programs (Item 27). State experts agreed at a slighty lower

level (58 percent) than did national experts (67 percent). These find-

ings are consistent with judgments reported earlier regarding teacher

preparation through inservice. Finally, state panel members could agree

only 50 percent and national leaders 58 percent that the state university

system of each state is probably the best agency to begin with in

developing teacher preparation programs for community college personnel

(Item 28). Again, these findings are consistent with support by state

leaders for a joint planning role for universities, community colleges

and other agencies.

Undecided Class Items, Combined Judgment Data

Four statements were in the undecided class on the basis of combined

panel data (Tables 13 and 17). Differences in percent agreeing ranged

from 34 percentage points on one item to no difference on another.
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Combined agreement of 50 percent was found for the statement

regarding development of special community college teacher training

institutes. State panel members agreed with the item, but at a low

level (67 percent) while only 33 percent of national experts favored

the subject. This was the only issue in the literature list which was

not supported as a critical issue in program development.

Likewise panels agreed only at the 50 percent level that mastery

of subject matter is less important, except for accreditation purposes,

than a teacher's ability to relate to students and to teach effectively.

Two comments by national panel members were: "Of equal importance",

and; "Given minimal level of competence" (Appendix D). One state

respondent commented: "Could 'strongly agree' if 'less' changed to

'equal'" (Appendix E). These findings and comments are consistent

with strong support reported earlier on items concerned with subject

matter mastery and teaching ability as important teacher competencies.

Highest combined disagreement (38 percent) for any statement in

the second instrument was found on the item relating to teacher certi-

fication requirements as not being a limiting factor in the develop-

ment of community college teacher preparation programs. There was

only 42 percent agreement by both panels on this statement. Several

comments from both panels indicated that certification of community

college teachers is, at best, an unpopular subject. Most respondents

rejected the idea of certification in their comments (Appendices D and E).
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There was similar reaction to the statement which suggested that certi-

fication of teachers should be based upon the training programs. This

statement was lowest of all statements in combined percentage of agree-

ment (33 percent) (Tables 13 and 17). These findings and panel members'

comments on these two items indicate rather strong opposition to certi-

fication of community college teachers in general.

Since the subjects of certification and accreditation were not

included in the issues identified in the literature, but were, rather,

included in the survey at the instigation of the investigator, there is

no basis for assessing congruity or lack of congruity with literature

list issues. There is, however, reasonably strong evidence in these

findings to suggest that certification of teachers is an important

issue in the community college field. These reactions indicate that

further research on affects and relationships of teacher certi-

fication as as issue in preservice program development may be

warranted.

Summary of Findings

An initial survey instrument consisting of statements based upon

critical issues identified primarily in related literature achieved

a primary procedural objective of securing judgments of a national

panel of experts on the importance of the several issues included.

A secondary objective of securing comments on statements and suggestions
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for additional issues from national experts was also achieved. Results

of the initial survey indicated reasonably strong support of national

panel members for issues dealing with field or internship experiences

for prospective teachers, teaching as a primary teacher function at the

community college, and involvement of present teachers in planning

preparation programs. National experts also agreed at a high level

that most present university teacher education programs are inadequate

to meet the training needs of prospective community college teachers.

On the basis of judgments of national panel members on issues in

the first (Set I) survey and their comments and suggestions for additional

issues, all original statements were revised and nine new statements

were added for a second survey instrument. The second survey was sent

to the national panel and to a panel of Oregon community college leaders.

Data were recorded and analyzed on the basis of:

(1) Individual panel responses;

(2) Comparison between state and national panel responses,
and;

(3) Combination of responses of both panels.

Assessment of tendencies of experts to agree or disagree on statements

and determination of congruity of judgments with literature list issues

were based primarily upon pooled data. Most of the issues identified

in the literature were strongly supported by both state and national

authorities as critical issues in community college teacher education.
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The following list of twenty issues is a synthesis of 28 statements

in the second (Set II) survey which were in the agreement category on

the basis of combined panels' responses. The issues are presented in

priority order based upon levels of agreement (high to low) and assess-

ment of congruity with issues identified in the literature.

Statements at the highest levels of agreement (88 to 100 percent)

which could be assessed for congruity with issues in the literature list

include:

(1) Field experience or internship for prospective community

college teachers is an essential element in preparation
programs.

(2) Comprehensive programs for community college teacher education

should provide for subject matter mastery in a substantive
field (usually leading to a Master's degree in academic

subjects) and should emphasize courses or experiences in:

a) Effective teaching and use of teaching aids and

techniques.

b) Philosophy and objectives of the community college.

c) The community college student, his nature, needs
and background, and psychology of learning.

d) Effective communication, participation in faculty

activities and decision making groups, and functioning
adequately beyond the classroom.

(3) Involvement of selected present community college teachers

in planning and design of preservice preparation programs
is desirable.

(4) The primary function of the community college teacher is

to teach students.
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(5) Present community college administrators attitudes toward pre-

service preparation of their teachers should be considered and

utilized as a resource in program planning.

(6) Most present university teacher education programs are not

prepared to train community college teachers without

modification.

High levels of agreement were found on four statements which had no

counterpart in the literature list, but were developed from suggestions

by national panel members. Based upon combined responses of panels,

these statements appear to justify placement next in priority:

(7) Adequate systems for selecting and recruiting prospective

community college teachers are essential if preparation

programs are to be successful.

(8) Understanding and use of research is essential to community

college teacher success.

(9) Cooperation between universities and community colleges,

where universities prepare in subject specialty and com-

munity college provide field experiences for prospective

teachers, is a desirable approach to meaningful teacher

education.

(10) Preparation programs should assist community colleges

in developing teacher evaluation systems.

Moderate agreement was found on three subjects, also without counter-

part issues in the related literature list, which are synthesized as

follows:

(11) Roles and responsibilities of related educational agencies

should be identified, and utilized in program planning and

development.

(12) Community colleges are a source of information for needs

of teachers in preservice programs, but possess a limited

capacity for preparing teachers through inservice programs.
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(13) Differentiated staffing is a concept which should receive

attention in developing preservice programs.

Moderate agreement, on a combined panel data basis, was also found on

four subjects which relate to literature list issues. Support at this

level is indicative of a lower priority for these subjects than for

those where high levels of agreement suggest congruity with issues

identified from related literature.

(14) Three most important teacher competencies are mastery of
subject matter, ability to communicate, and interest in
and liking for students.

(15) While common elements in various preservice programs may
exist, there is no one best program nationwide for all

prospective community college teachers (indicating need

for program flexibility and sensitivity to special needs
of the community college).

(16) Develcipment of preservice education is a primary responsibility
of the university.

(17) Universities in a state should cooperatively develop a state
plan for community college teacher education.

Lowest levels of combined agreement were found on three remaining subjects

in the agreement category. Only the last (20) relates to a literature

list issue.

(18) Preparation programs should include training or experiences

in related or allied fields in addition to subject specialty.

(19) Experiences with inservice programs are a source of information
for courses in preservice programs.

(20) The state university system is probably the best agency to

begin with in developing community college teacher preparation
programs.
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The remaining statements were found ih the undecided class. Only

one, dealing with special community college teacher training institutes,

was related to a literature list issue. Others were concerned with

teacher certification and mastery of subject matter as less important,

except for accreditation purposes, than teacher ability to relate to and

teach students. There were no statements in the disagreement class on

the basis of either individual panel, compared panel, or combined panel

data.

Differences in agreement between panels was noted on issues dealing

primarily with the role and function of the community college and

cooperative planning of preservice programs. In both cases, state

leaders tended to agree at higher levels than did national experts on

issues relating to the capacity of community colleges to provide infor-

mation on preservice programs or their ability to train teachers

through inservice programs. Cooperative development of a state plan

for community college teacher education was favored at a considerably

higher level by state experts than by the national panel. While dif-

ferences were found on other statements, these appear to be most

important among the findings in compared panel data, especially as

related to program development in Oregon.



CHAPTER IV

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS

Summary of the Study

The Problem

98

Oregon, like most states, does not have a formal, comprehensive

program for the professional preparation of community college teachers.

There is considerable evidence ( in projections of student enrollments

and numbers of teachers needed) to suggest that there is need for plan-

ning, developing and implementing such a program at the four-year uni-

versity level in the State of Oregon.

Purpose of the Study

The primary purpose of this study was to develop guidelines for

planning a preservice preparation program which would encompass the

critical issues in community college teacher education identified in

the related literature and by national and state authorities. The

secondary purpose was to suggest a plan for a community college teacher

education program in Oregon by using the guidelines as the primary basis

for a theoretical model of a university teacher education program.
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Significance of the Literature

Literature reviewed provided the primary source of critical issues

used as a basis for developing the study. Initial statements in the

first of two survey instruments were developed primarily from the list

of critical issues identified in related literature.

Procedures

Procedures used in the study included identifying apparent critical

issues in the literature and securing judgments from two panels of

national and state authorities on the importance of these and other

issues in planning and developing a preservice preparation program for

community college teachers. Use of the Delphi Technique in conducting

surveys of national and state panels of experts achieved procedural

objectives for securing judgments on issues, and provided comments and

suggestion for additional issues not found in the literature. The

Technique was useful in producing increasingly higher levels of agree-

ment by panel members on refined statements, through successive rounds

of surveys. Findings of the study were based primarily upon pooled

data from both panels of experts. Agreement within and between panels

on individual items was analyzed, and comparisions were made to assess

congruity with issues extracted from related literature. Findings were

summarized in a priority list of critical issues. Priority was based
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upon high to low agreement level judgments of experts, and congruity of

those judgments with issues identified in the literature.

Guidelines, Conclusions and Implications

The priority list of critical issues in the summary of findings

provides the basis for development of the following guidelines, which

was the primary purpose of the study:

Guidelines for Developing a Community College Teacher Education Program

(1) Field experience or internship in a community college should

be provided all prospective community college teachers.

(2) Preparation programs should be sufficiently comprehensive to

provide for mastery of subject matter in a substantive field

leading to a master's degree, and for emphasis upon courses or

experiences in:

a. Use of teaching aids and techniques.

b. Philosophy and objectives of the community college.

c. The community college student, his nature, needs and back-
ground.

d. Effective communication, participation in faculty activities

and decision making groups, and adequate functioning beyond
the classroom.

e. Understanding and use of research in teaching.
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(3) Selected teachers presently working in community colleges should

be involved in the planning and design of preservice preparation

programs.

(4) The attitudes of community college administrators toward pre-

service preparation of their teachers should be determined,

and the administrators should be involved in program planning

and development.

(5) If universities are to have a primary role in providing prepara-

tion programs for community college teachers, present teacher

education programs should be studied in depth and, where find-

ings indicate needed changes, recommendations should be made

for modification, expansion or adjustment in such programs.

(6) Adequate systems for selection and recruitment of prospective

community college teachers should be developed.

(7) Cooperative arrangements between community colleges and uni-

versities should be developed in order to maximize the effect-

iveness of: content and professional preparation; internships

and field experiences; planning, development and review of

programs; use of physical and personnel resources between

institutions, and; overall coordination and communication of

the teacher education program.

(8) Effective systems for follow-up and evaluation of teachers

should be developed cooperatively by universities, community
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colleges, and related resource agencies.

(9) Roles, responsibilities and resources of related educational,

public and private agencies should be determined, and plans

made for their involvement in program planning, development

and implementation.

(10) Sole dependence upon community college inservice programs for

preparation of prospective teachers should be avoided.

(11) Collectively, community colleges can provide an important

source of information and resources for preservice preparation

programs.

(12) Programs for the preservice preparation of community college

teachers should be designed with built-in flexibility in order

to retain sensitivity to the changing and special needs of the

community college.

These guidelines represent the highest priority of critical issues

presented in the summary of findings. Other issues in the priority list

were rejected as bases for guidelines because of low levels of support

by panels of authorities and/or lack of congruity with issues in the

literature list. These issues are included in certain conclusions of

the study.
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Relationship of Guidelines to Existing Teacher Education Programs

Twelve university and two special programs which provide training

for community college teachers were described in Chapter 11. There is

a general indication that the subjects of most of the guidelines are

important elements in several of the existing programs.

Internship, field experience or student teaching in a community col-

lege is required in eight of the fourteen programs reviewed. Length of

time at the community college ranges from one semester to a full year.

Most internships are part- or full-time paid positions.

Ten of the programs are designed to lead to the master's degree in

a subject specialty. One program requires the master's degree for

admission. To varying degrees, all of the programs offer "community

college oriented" professional courses. Most programs require two or

three, usually dealing with the philosophy of the community college,

the community college student, or community college curriculum. Credit

requirements in professional courses range from six to fifteen quarter

hours.

Community college teachers do not participate actively in more than

one of the programs, except as supervisors or master teachers for interns

or student teachers. There was little indication that teachers had

been involved in planning preservice programs. A notable exception is

the interinstitutional program conducted by Eastern Washington State

College. In this case, community college teachers serve as summer
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school instructors, and participate in planning seminars with college

faculty. Considerable planning for future teacher education programs

as a result of this activity was noted.

Community college administrator's involvement in teacher education

was limited to participation in decisions regarding cooperative arrange-

ments for internships or student teaching in most programs reviewed.

Five programs indicated having some type of recruitment and

selection program for prospective teachers. One program recruits

nationwide. None indicated development of follow-up and evaluation of

teachers as integral aspects of their programs. However, for those

with required internships, a certain amount of teacher evaluation can

be assumed.

At least half of the existing teacher education programs reviewed

indicated considerable dependence upon involvement of related educational

and state agencies. While most of this involvement is centered on

cooperative arrangements with community colleges for internship pro-

grams, several indicated close working relationships with state and

regional agencies.

Most of the programs appear to be designed with considerable

flexibility in mind. Possibly the most flexible, as well as one of the

most comprehensive of those reviewed is the intra-institutional program

at the University of Florida. Program flexibility is indicated by

joint planning, administration and supervision of a cooperative program
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among fourteen colleges within the University. Opportunities for

advanced study in subject fields are offered by each of the colleges

in a program coordinated by the Graduate Council. Professional prepara-

tion is in courses offered by the College of Education and internships

in cooperating community colleges. There is not a separate department

or school for community college education. All available resources of

the University are utilized to provide what appears to be an effective,

comprehensive and flexible teacher education program.

Most of the guidelines proposed for program development in Oregon

are found to be integral aspects of many existing teacher education

programs. The extent of application or development of program aspects

related to specific guidelines varies considerably among the programs

reviewed. Although most of the existing programs do not encompass the

scope of planning or program elements suggested by guidelines developed

in this study, there are indications that many are included in programs

already underway.

Conclusions

Several conclusions can be drawn from the findings of the study,

which are summarized in a priority list of critical issues in Chapter III.

Conclusions considered to be most important are:
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(1) Guidelines for developing a community college teacher education

program in Oregon can be, and are in this study, based upon

those issues which were, in the judgments of state and national

authorities in community college education, most critical to

successful program planning and development.

(2) State and national authorities agreed with the following subjects,

but did not support them strongly as critical issues for guide-

lines in preservice program development:

a) Preservice program development is a primary responsibility

of the university.

b) Preparation programs should include training or experiences

in several related fields in addition to subject area

specialty.

c) The state university is the best agency for beginning

program planning and development.

d) Differentiated staffing is a concept which should be con-

sidered in preservice program development.

(3) State and national experts did not agree that development of

special teacher training institutes was a desirable alternative

for preparation of community college teachers.

(4) State panel members agreed that the three most important

competencies of teachers are: mastery of subject matter,

ability to communicate, and an "interest in and liking for"

students.
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(5) State authorities supported the proposition for cooperative

development of a state plan for community college education

by universities within the state, and suggested community col-

leges and state agencies should also participate in such plan-

ning.

(6) National and state authorities did not agree that certification

of community college teachers should be based upon training

program requirements. In general, the experts perceive certi-

fication of community college teachers as a limiting factor

in the development of preservice training programs. Further

study of this subject is indicated.

(7) The procedures used in this study, centering on the Delphi

Technique, achieved the procedural objectives of securing

informed, intuitive judgments of experts on critical issues

extracted from related literature, and provided comments on

statements and suggestions for added issues which lead to

refinement of statements and higher levels of consensus on the

critical nature of issues.

Implications

A number of implications for program development in Oregon are

found in descriptions of existing teacher education programs and in the

background of community college teacher education and literature related
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to its development. Although national and state authorities did not

discuss these subjects, the contemporary rationale for the community

college and the exigencies for preparing its teachers would seem to

indicate that these are important considerations in planning a program

of teacher education. Implications considered to be most important are:

(1) A carefully planned approach to development of teacher education

programs for community college personnel is essential if all

of the potentially useful human and material resources avail-

able within the state are to be utilized effectively. Current

information and statistical data on enrollment projections,

types of community college programs planned, and accurate

estimates of numbers of teachers needed is strongly indicated.

Additional research in these areas is suggested.

(2) Present statutory provisions relating to teacher education in

Oregon appear to be adequate to accommodate the kind of com-

munity college teacher education proposed by guidelines

developed in this study. (Basis for this implication is found

in a 1965 study by William G. Loomis) (38).

(3) Responsibility for providing preservice preparation for com-

munity college teachers generally rests with a university, and

more specifically with a school or college of education within

a university. Operational responsibility for the program may

be assigned one or more specific departments or divisions within
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the school or college of education. Decisions regarding such

important aspects as location and operation of the program

within such a setting may require careful assessment of present

structure, capabilities of staff and adequacy of facilties.

(4) At the present time, Oregon State University and the University

of Oregon are probably in the best position to provide a com-

prehensive program for training prospective community college

teachers. Of the two, Oregon State University is the location

preferred by Oregon community college administrators according

to a recent study (56). This preference is probably

influenced by the fact that Oregon State presently provides

teacher education in academic and vocational-technical fields.

Additional study of the significance of this implication is

suggested.

(5) Where the master's degree in a subject specialty and profes-

sional preparation in community college teaching are established

as the desired result of the teacher preparation program,

residency requirements for the master's degree may require

study, and alternatives may need to be proposed. This may be

of particular importance if the program is designed to cover

two summer terms and a regular academic year, plus an intern-

ship in a community college of at least two quarters.
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(6) Existing teacher education programs across the nation require

up to 27 quarter hours of credit in a subject specialty field,

plus up to 15 quarter hours in professional courses. Credit for

internship or student teaching experience is usually additional.

Most of these programs require a Bachelor's degree in a subject

field for admission to the program. Therefore, the credits

described above are graduate hours, culminating in a master's

degree upon successful completion of the program. Alternatives

to this pattern may need to be developed to accommodate the

special needs for preparing persons to teach in Oregon community

colleges, especially for those who desire to enter vocational-

technical teaching directly from business or industry.

Recommendations

A theoretical model of a community college teacher education program

in Oregon is proposed as the cumulative recommendation of this study.

The model is based upon the findings of the study, the guidelines

developed from critical issues, and the conclusions and implications

presented.

A THEORETICAL MODEL FOR THE PREPARATION OF TEACHERS FOR OREGON COMMUNITY
COLLEGES

I. Program Planning, Development, Implementation and Review
Responsibility.
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A. Primary responsibility for planning, development, imple-

mentation and review of the program should rest with the

Oregon State System of Higher Education, through its system

of public colleges and universities. Specific responsibilities

may be delegated to universities and colleges for certain

phases of initial planning and development.

B. Responsibility for planning and developing those aspects

of the program concerned with the preparation of vocational-

technical teachers for community colleges should be shared

with the Oregon Board of Education through its appropriate

divisions and agencies.

C. Initial planning and development should include the Oregon

Community College Association through its delegated repre-

sentative(s). This agency should have responsibility for

establishing coordination and communication systems between

the community colleges and the agencies with primary responsi-

bility for program planning and development. It should

further provide for continuous cooperation and involvement

of community college administrators and teachers in all

phases of planning, development, implementation and review

of the teacher education program.

D. Periodic review of program operation and accomplishments

should be the responsibility of a joint commission
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representative of all agencies and institutions involved in

any phase of the program. During the planning and develop-

ment phase, reports of progress and accomplishments should

be provided the commission by each agency involved. In the

implementation and operational phases, the review commission

should require such reports, surveys and other relevant

information as it deems necessary. Appropriate evaluation

systems and methods should be developed at the discretion

of the review commission.

E. Provision should be made to include related educational

agencies, such as the Teaching Research Division, OSSHE, and

the Northwest Regional Education Laboratory, in the planning

and design of the program. Business and industrial concerns

should also be included in program planning and development

especially when they offer potential personnel and physical

resources for program implementation.

II. Administration and Governance

A. Administration of the operational program(s) should rest

with the institution(s) providing the teacher education

program(s). Administration of cooperative programs, such

as internships, should be shared by the cooperating

institutions through such arrangements as are mutually
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agreeable. An administrative advisory committee may be

formed to facilitate coordination and communication between

institutions involved in administering all or part of the

program.

B. Governance of programs should rest jointly with the agencies

having primary responsibility for the programs(s) and the

institutions providing the training program(s). Decisions

regarding numbers and kinds of programs, and which insti-

tutions should provide programs, should be included in the

area of program governance.

III. Instructional Program

A. Program requirements

1. A Bachelor's degree or equivalent in a subject specialty

is required for admission to the community college

teacher education program.

2. A minimum of 27 graduate credit hours in a major subject

field. Up to 9 credits may be taken during internship.

3. A minimum of 18 graduate credit hours of professional

courses in a minor program in community college teaching.

4. A supervised teaching internship of at least two academic

year quarters in a cooperating Oregon community college.
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B. Content preparation

1. Content preparation provides for mastery of subject matter

in a substantive specialty (field), at the graduate level,

and leads to a master's degree in the candidate's chosen

field.

2. The candidate may enroll for one, three hour credit course

in his major field during each quarter of internship.

Such courses may be taught on the university campus, or

may be taught at one or more Intern centers (community

colleges) during the term. In either case, such courses

will be provided on a one day per week basis.

C. Professional Preparation

I. Required Courses

The minor in community college teaching includes the

following required courses:

a. The Nature, Philosophy and Objectives of the Community

College

b. The Community College Student

c. Psychology of Later Adolescents and Adults

d. Teaching Aids and Techniques

2. Optional Courses (Electives)

The candidate may elect two or more of the following

courses to complete the 18 credit minimum for the com-

munity college teaching minor:
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a. The Community College Curriculum

b. Communications and Group Processes

c. Organization and Administration of the Community College

d. Effective Use of Research in Teaching

e. The College and the Community

3. Internship or Field Experience

Each candidate for a minor in community college teaching

will complete a teaching internship of at least two

academic year quarters. Internships are full or part-

time paid positions in a cooperating community college.

Internship experiences should include as many of the

following learning experiences as possible, depending upon

the situation at the community college to which he or she

is assigned:

a. Teach in the instructional area of his major subject

specialty.

b. Participate in faculty meetings and activities.

c. Attend meetings of the community college Board of

Directors.

d. Participate in teaching in instructional areas other

than his own major area.

e. Work with advising and organizing student activity

groups.

f. Visit local high schools, participate in student

recruitment and orientation, and work in program

articulation.



116

g. Participate in advising students and scheduling.

h. Participate in instructional program or course develop-

ment or modification, and follow through the various

phases of departmental, advisory, board and state

agency approval of new or expanded program proposals.

i. Participate in organizing and working with a depart-

mental or program advisory committee.

j. Study the administrative structure and policy making

processes of the community college.

k. Develop a budget.

1. Participate in professional organization activities,

and know the resources of these and other groups.

Interns may enroll for one, three hour professional course

during each term. These courses may be taught on the uni-

versity campus, or at the community college, and will

generally be planned for once weekly sessions. Interns will

also be enrolled for up to six credit hours per term for

intern teaching credit.

D. Advisors and Supervisors

I. A professor in the candidates' major field will serve as

major advisor. A professor in the community college

teaching program will serve as minor advisor, and will

coordinate and plan the minor program and internship

with the candidate.

2. Internship supervision will be accomplished by either

the candidates' minor advisor or a member of the community
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college teacher education program staff. In addition,

a master teacher at the cooperating community college

will provide supervision, advise the candidate while on

the community college campus, and participate with the

university supervisor in evaluation sessions. Each intern

will be visited monthly by a staff member from the uni-

versity, according to a planned schedule of visitis

mutually agreed to by the minor advisor, the master

teacher-supervisor, and the intern.

IV. Field Relations

A. In addition to field relations between universities and

community colleges prescribed by supervision and coordination

requirments of the internship phase of the professional

preparation program, other field oriented activities which

will enhance the effectiveness of the teacher education pro-

gram should be determined and implemented.

B. Provisions should be made for staff exchanges between com-

munity colleges and universities whenever such exchanges of

professional personnel will facilitate the program, and

improve teaching competencies.

C. Program specialists and consultants from related state

agencies should be involved in all aspects of the program
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where their expertise is essential to effective operation,

communication, coordination, and administration.

V. Teacher Recruitment and Selection

A. An adequate program for identifying, recruiting and select-

ing prospective candidates for the community college teacher

education program should be developed by the agencies having

primary responsibility for the total program. Specific

responsibilities for designing such a program may be assigned

to a cooperative planning body which includes representatives

of universities, community colleges, secondary schools and

state agencies.

B. Universities and community colleges involved in the teacher

education program should establish internal systems in their

institutions for recruiting and selecting prospective teachers

from their own student bodies.

C. Coordination of the recruitment and selection system should

be a primary responsibility of a staff member or members of

the university teacher education program.

VI. Follow-up and Evaluation of Teachers

A. An effective system for follow-up and evaluation of graduates

of the teacher education program should be developed in the

same manner as described for the recruitment and selection

program.
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B. Results of evaluation of teacher effectiveness should be

provided the teacher education program staff, and should

be utilized in assessing program effectiveness, up-dating

professional course content, and modifying the instructional

program to meet the special teaching conditions of the com-

munity college.
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FIRST LETTER TO NATIONAL AUTHORITIES NOMINATED BY THE AMERICAN ASSOCIATION

OF JUNIOR COLLEGES

Dear

The Division of Vocational, Adult and Community College Education in the

School of Education at Oregon State University is currently engaged in

research aimed at the development of preservice preparation programs for

community college teachers in Oregon.

As a part of this research and development effort, I have undertaken a

study to identify guidelines for developing such a program. The study

plans include: I) a nationwide review of related research, programs,

and published information and; 2) a modification of the "Delphi Technique"

to form a nationwide panel of experts to provide both partial data and

the review and consensus body for refining statements and issues into

meaningful guidelines. The Technique, which is built on the strength
of informed intuitive judgment, is intended to get expert opinion with-

out bringing the experts together in a face-to-face confrontation. Your

name as a nationally recognized figure in this field was suggested to

me by officials of the American Association of Junior Colleges (AAJC)

in Washington, D. C.

My purpose in contacting you is two-fold. First, I am requesting a

list or bibliography of your own writings in the area of community

college teacher preparation. In addition to published materials, this

could include occasional papers, unpublished writings and monographs.

Copies of available materials and articles may appropriately be for-

warded to me at this time. If you have not personally written such

articles, suggestions on other sources would be most helpful. Second,

I am requesting your participation in this study as a member of a
"Delphi Panel".

Your task as a panel member would entail at least two reviews of a

short list of key issues basic to community college teacher preparation

program development. The issues will be isolated from the information,

writings and other related materials contributed by you and the other

panel members and from supplementary program and literature reviews.

Specifically, you will be asked to react to the pertinence of state-

ments, to comment, to suggest wording changes, additions and/or

deletions and to return your reviews to me. Each review should result

in a more nearly refined and usable set of statements which can be

formed into guidelines for program development.
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I trust that this brief description of information needs and procedures

is sufficient to interest you in this study and that you will find time

to participate in this important research activity.

If you wish more information before committing yourself to membership

on the Delphi Panel, I will be pleased to answer your request.

I look forward to hearing from you very soon.

Sincerely,

Daniel B. Dunham

Instructor

Division of Vocational, Adult

and Community College Education

swd



LETTER REQUESTING RELATED RESEARCH AND PROGRAM INFORMATION

Dear

130

The Division of Vocational, Adult and Community College Education in the

School of Education at Oregon State University is currently engaged in

research aimed at the development of pre-service preparation programs for

community college teachers in Oregon.

As a part of this research and development effort, I have undertaken a

study to identify specific guidelines for developing such a program.

Dr. Robert Kinsinger of the W. K. Kellogg Foundation has suggested con-

tacting you for information on your program for the preparation of com-

munity college teachers.

I expect to use such materials as one source of key issues pertaining to

program development. I would appreciate receiving any such information

which you have available.

Thank you for your attention to this request. I hope to hear from you

very soon.

Sincerely yours,

Daniel B. Dunham

Instructor

Division of Vocational, Adult and

Community College Education

DBD/jms
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To Members of the Delphi Panel for the Study to Identify Guidelines

for Developing a Community College Teacher Preparation Program

Subject: First Set of Statements for Review and Reaction

Attached is an initial set of statements, isolated from related

literature and stated in terms of important issues and considerations,

for your review and reaction.

The statements are presented on an attitude reaction format.

Directions for completing the instruments are at the top of page one.

The last page of this set provides space for you to add statements
of your own. It is intended that such statements be based upon your

experience in program development; problems you encountered, general

areas of concern, and issues you would suggest others consider in

beginning to plan a program for the preparation of community college

teachers. You need not limit the number of your statements to the
space provided.

Once I have received this completed set of materials from you,
I will tabulate the data, add statements, and formulate the second
set of statements. Providing this set of materials is completed
and returned to me in the enclosed, self-addressed envelope as soon

as possible, you can expect to receive the next set within three
weeks.

Thank you very much for your time, interest and cooperation.
I hope to have your completed set of materials just as soon as

possible.

Sincerely,

Daniel B. Dunham, Instructor

Division of Vocational, Adult

and Community College Education

School of Education
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IDENTIFYING GUIDELINES FOR DEVELOPING A COMMUNITY

COLLEGE TEACHER PREPARATION PROGRAM SET 1

Following is a set of statements taken from related literature, program
documents and papers concerning preparation programs for community col-
lege teachers. Please indicate the extent to which you agree with each

statement as an important consideration in developing guidelines for
program planning. Please mark EACH STATEMENT as SA (Strongly Agree), or

A (Agree), or U (Undecided), or D (Disagree), or SD (Strongly Disagree).

Add complete statements of your own on the last page.

1. Fundamental teacher competencies

must be determined before plan-

ning a pre-service preparation

program for community college

teachers.

SA A U D SU

r ,

2. Content of courses in a pre service

teacher preparation program should

be predicated upon teacher compe-

tency requirements.

k

3. Field experience or internship is

an essential ingredient of com-

munity college teacher preparation.

4. Subject matter competency is the

most important characteristic of
an effective community college

teacher.

,

5. A comprehensive teacher prepara-

tion program can be designed to

meet the needs of all persons pre-

paring to teach in the community

college.
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SA Strongly Agree

A Agree

U Undecided

D Disagree

SD Strongly Disagree

6, The primary function of the com-

munity college teacher is to teach.

SA A U D SD

7. Interdisciplinary or "across-the-

board" preparation should be the

focus of pre-service preparation

programs for community college

teachers.

8. In-depth studies of the pre-service

preparation needs of community col-

lege teachers, as perceived by pre-

sent community college teachers,

is the best basis for developing

effective teacher education pro-

gram.

9. The range of functions of communit

college teachers must be defined i

terms of "what is teachable," to

the exclusion of all other activi-

ties.

10. Present teacher education programs

at four-year universities are gen-

erally adquate to meet the needs

of those preparing to teach in the

community college.

i .
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SA - Strongly Agree

A - Agree

U Undecided

D Disagree

SD - Strongly Disagree

11. Community colleges in each state

or region are in the best position

to determine the pre-service pre-

paration needs of their teachers.

,

SA A U

,

D SD

12. The attitudes of community college

administrators toward pre-service

preparation programs for their

teachers is a major factor in

determining the scope and content

of such programs.

13. Community colleges are capable of

preparing their own instructors

through self-designed programs,

focusing primarily on in-service

types of activities.

14. Present faculty members in com-

munity colleges need to be involved

in developing pre-service prepara-

tion programs for community col-

lege teachers.

15. Results of on-going in-service

workshops and seminars provide an

important resource for identifying

program components for pre-service

preparation programs.



135

SA Strongly Agree

A Agree

U Undecided

D Disagree

SD Strongly Disagree

16. In general, present pre-service

teacher education programs lack

the scope and content to deal

adequately with the unique needs

of the prospective community col-

lege teacher.

SA A U D SD

17. There is no one best program for

the preparation of community col-

lege teachers. Each state or

region must develop programs to

meet its own specific needs.

18. Creation of special community col-

lege teacher training institutes

that would become adjuncts to

existing schools of education at

universities is the best alterna-

tive to meeting community college

teacher preparation needs.

19. A state plan for teacher education

is essential for coordinated plan-

ning and implementation of pre-

service programs for community

college teachers.
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SA Strongly Agree

A Agree

U Undecided

D Disagree

SD Strongly Disagree

20.

SA A U

,

D , SD

Roles and responsibilities of

various related agencies (such as

state department of education,

university teacher education

division, state board of education)

must be clearly defined before

beginning to plan a pre-service

preparation program for community

college personnel.

21. The agency with the chief responsi-

bility for designing and implement-

ing community college teacher

preparation programs is the state

university system of each state.

22. Community college teacher certi-

fication requirements must be

anlayzed in depth before plans are

developed for a pre-service prepa-

ration program.

23. Teacher preparation programs for

community college personnel should

be designed with enough flexibility

to allow for changes in teacher

certification requirements.

. ,
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ON THIS PAGE LIST ADDITIONAL STATEMENTS WHICH YOU BELIEVE REPRESENT

IMPORTANT PRINCIPLES AND/OR PROBLEMS WHICH SHOULD BE CONSIDERED IN

DEVELOPING A PRE-SERVICE PREPARATION PROGRAM FOR COMMUNITY COLLEGE
TEACHERS.

2.

3

4.

5.

6.

7.



FOLLOW-UP LETTER

Dear
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Since I have not yet received your completed set of information on the

study to identify guidelines for developing a community college teacher

education program, I am sending a second set of the statements for you

to complete and return to me. A copy of the original letter of trans-

mittal and direction sent with this material on February 20, 1970, is

also attached.

Should you have already completed and returned the first set of materials,

please keep the enclosed set for future reference. I am working now to

prepare the next set of statements for your review but cannot complete

this step until the enclosed set is completed by you and returned in the

enclosed self-addressed envelope.

Thank you for your attention to this request and for your interest and

willingness to cooperate in this study as a member of the Delphi Panel.

I hope to have this completed set of statements from you in the return

mail. Thanks!

Sincerely,

Daniel B. Dunham

Instructor

Division of Vocational, Adult

and Community College Education

School of Education

DBD/jms

Enclosures



To Members of the Delphi Panel for the Study to Identify Guidelines

for Developing a Community College Teacher Preparation Program

Dear

139

Attached is a second set of statements, identified as "SET 11", for your

review and reaction. Also enclosed is a copy of the first set of state-

ments showing the collected responses of the 12 panel members and a

recapitulation of the responses showing percentages of agreement and

disagreement on each statement.

Your responses to the Set I statements are indicated by a red dot in

the appropriate column. This is done so that you may know where you

responded in relation to other panel members.

The recapitulation is self-explanatory. This is provided so that you

may see the collected data at this point in the process. This is not

as complete as it will appear in the final report but does give an

indication of the range of opinions on the various statements.

Your participation and response to this project has been most gratifying.

I hope that it will be possible for you to complete the Set II instrument

today and return it to me in the enclosed self-addressed envelope. My

target date for completing the analysis of this data is April 20, so it
is important that this set be completed and returned as soon as possible.

Again, thank you for your interest and help. It is most sincerely
appreciated.

Cordially,

Daniel B. Dunham

Instructor

Division of Vocational, Adult

and Community College Education

jms

Enclosures
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IDENTIFYING GUIDELINES FOR DEVELOPING A COMMUNITY

COLLEGE TEACHER PREPARATION PROGRAM

SET II

The following set or statements incorporate comments, suggestions

and additional statements from panel members taken from the completed

instrument for Set I. Since the purpose of the Delphi technique, as
employed here, is to gain consensus (unanimity), each of the original
23 statements from Set I has been modified in form. This step will

provide for a check between the two sets of statements and for further

refining each statement into a "guideline" for program development.

Please treat this set of statements similarly to Set I by indicating

the extent to which you agree with each statement as an important con-

sideration in developing guidelines for program development. Mark EACH

STATEMENT as SA (Strongly Agree), or A (Agree), or U (Undecided), or
D (Disagree) or SD (Strongly Disagree). You may again wish to add

statements of your own or comments on the last page.

1. "What teachers must know and be

able to do" must be established

as a basis for planning pre-service

preparation programs for community

college teachers.

SA A U

.

D
I SD

2. The content of course in a pre-

service training program for com-

munity college teachers should pro-

vide for competencies in subject

matter as well as how to teach

students.

3. Field experience or internship is

an important ingredient of com-

munity college teacher preparation.
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4.

SA A U D SD

A teacher's mastery of subject

matter is less important, except

for accreditation purposes, than

the teacher's ability to relate

to human beings and teach students

effectively.

5. Persons preparing to teach in the

community college should be pro-

vided a comprehensive pre-service

program, which deals not only with

subject matter mastery in a

specific area, but emphasizes

teaching, the philosophy of the

community college and ability to

communicate.

6. The primary function of the com-

munity college teacher is to teach

students.

7. Prospective community college

teachers should be trained in a

program which provides for experi-

ences in several allied or related

fields, in addition to his subject

specialty.

8. Selected community college

teachers provide a valuable

resource for identifying certain

aspects of pre-service program

components and should be utilized

by program planners whenever

possible.
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9. Functions of community college

teachers, in addition to teach-

ing students, should be iden-

tified, and training opportunities

provided in pre-service programs

to assist them in becoming func-

tional staff members beyond the

classroom or laboratory.

SA A U

. _

D SD

10. Teacher education programs at

most state universities are not

prepared to provide for specific

training of community college

teachers without considerable

modification in present opera-

tions.

11. Community colleges in each state

or region are probably in the

best position to provide informa-

tion on pre-service training

needs of their teachers.

12. Attitudes of community college

administrators toward pre-service

preparation programs for their

teachers should be considered by

program planners as an important

factor in establishing scope and

content of preparation programs.

13. Most community colleges possess a

limited capacity for preparing

their teachers through in-service

programs for the variety of

functions a community college

teacher must perform.
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14. Program planners should involve

present faculty members from com-

munity colleges in designing pre-

service preparation programs.

SA A U D SD

15. Ideas for courses of instruction

in a pre-service preparation pro-

gram for community college teach-

ers should be drawn from past

experience with in-service pro-

grams.

16. Most present pre-service programs

for community college teachers

lack the scope and content to pro-

vide adequate training for these

teachers.

17. While there are common aspects in

pre-service preparation programs

between states and regions, there

is probably no one best program
nationwide for all prospective

community college teachers.

18. Development of special community

college teacher training insti-

tutes that would become adjuncts

to existing schools of education

at universities is an important

alternative for community college

teacher preparation.
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19. Universities within a state should

cooperatively develop a state plan

for preparation of community col-

lege teachers in order to best

utilize all available higher educa-

tion resources.

SA A U D SD

20. Program planners should know the

roles and responsibilities of the

various educational agencies which

may exist in a given state or

region (state board of education,

certification agency, university

teacher education, etc.) and

utilize these agencies and

relationships among and between

them in planning for pre-service

programs for community college

teachers.

21. The state university system of

each state is probably the best

agency to begin with in developing
community college teacher prepara-

tion programs.

22. Teacher certification requirements

for community college teachers are

not a limiting factor to the

development of sound teacher pre-

paration programs in most states.

23. Teacher certification of community

college teachers should be based

on the training programs for com-

munity college teachers.

1
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24. The concept of differentiated

staffing should be an important

consideration in developing pre-

service programs for community

college teachers.

SA A U D SD

25. An adequate system for selecting

and recruiting prospective com-

munity college teachers is essen-

tial if a pre-service preparation

program is to be successful.

26. Preparation programs should aid

community colleges to develop

evaluation systems which can assess

the community college teacher's

ability to cause student learning.

27. Group dynamics and orientation to

participation in committees on

college governance are important

elements which should be included

in pre-service programs.

28. Teacher sensitivity to the varying

backgrounds and needs of the com-

munity college student is a con-

cept which must be treated in the

community college teacher's pre-

paration.

29. Understanding of research and use

of research findings are essential

to the success of the community

college teacher.
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30. Pre-service education development

is a primary responsibility of

the univeristy.

SA A U D

a.

SD

31. The three most important "compe-

tencies" any teacher should have

are: mastery of subject matter,

ability to communicate and an

interest in and liking for

students.

32. Cooperative arrangements between

universities and community colleges

for the preparation of community

college teachers where the uni-

versity prepares in subject matter

speciality and the community col-

lege provides teaching experiences

through field assignments or

internships may be one of the best

approaches to providing meaning-

ful training for the prospective

community college teacher.



PLEASE ADD COMMENTS OR ADDITIONAL STATEMENTS OF YOUR OWN BELOW.
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2.

3

4.

5.

6.

7
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RECAPITULATION OF PANEL MEMBERS RESPONSES - SET I STATEMENTS

(Returned to each panel member with Set II)

Since consensus (unanimity) was not achieved on any statement,

analysis of responses is based on MAJORITY response. A majority is

achieved when more than 50 percent of the responses fall into categories

of AGREEMENT (SA and A combined), UNDECIDED (U) or DISAGREEMENT (D and

SD combined). Categories were established by combination to facilititate

interpretation at this stage. Later interpretations of Sets I and II

data may deal with each response category separately (SA, S, U, S, SD)

or a similar combination may be made, depending on the degree of treat-

ment needed. Based on this method of grouping for recording majority

responses, the following was found from the Set I data:

1. MAJORITY AGREEMENT was found on twelve statements, numbers I,

2, 3, 6, 7, 14, 15, 16, 17, 21, and 23, or 52 percent of the

total 23 statements.

2. MAJORITY DISAGREEMENT was found on three statements, numbers

8, 9 and 10, or 13 percent of the total.

3. NO MAJORITY was found on eight statements, numbers 4, 5, 11, 13,

18, 19, 20 and 22, or 35 percent of the total.

4. Eight of the twelve majority agreement statements scored 75

percent agreement. Of these, three statements, numbers 6, 14,

and 16, had 83 percent agreement, while only one statement,

number 3, approached consensus with a score of 93 percent in

the agreement category.
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5. The three statements classified as majority disagreement each

scored 67 percent.

6. Nine of the twelve panel members responding added statements

on page 4 of the instrument. A total of 18 statements were

added. Twenty-four comments were added by four respondents,

for a total of 42 statements and comments.

7. Agreement categories for each statement, by percentage.

Percentages of:

Statement

No.

Agreement

(SA & A)

Undecided

(U)

Disagreement

(D & SD) Majority

1 67 25 8 Agree

2 75 8 17 Agree

3 93 0 8 Agree

4 25 25 50 None

5 50 25 25 None

6 83 17 0 Agree

7 58 17 25 Agree

8 17 17 67 Disagree

9 8 25 67 Disagree

10 17 17 67 Disagree

11 50 8 42 None

12 75 0 25 Agree

13 33 25 42 None

14 83 8 8 Agree
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Statement

No.

Percentages of:

Agreement Undecided

(SA & A) (U)

(continued)

Disagreement

(D & SD) Majority

15 75 25 0 Agree

16 83 8 8 Agree

17 58 25 17 Agree

18 25 42 33 None

19 25 25 50 None

20 42 8 50 None

21 58 8 33 Agree

22 50 8 42 None

23 75 0 25 Agree
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SAMPLE OF COMPLETED SET RETURNED TO EACH PANEL MEMBER SHOWING PANEL

TOTALS AND HIS CHOICE MARKED (X) FOR EACH ITEM

Dr. Taylor X

IDENTIFYING GUIDELINES FOR DEVELOPING A COMMUNITY COLLEGE

TEACHER PREPARATION PROGRAM SET I

Following is a set of statements taken from related literature, program
documents and papers concerning preparation programs for community col-
lege teachers. Please indicate the extent to which you agree with each
statement as an important consideration in developing guidelinesofor

program planning. Please mark EACH STATEMENT as SA (Strongly Agree),
or A (Agree), or U (Undecided), or D (Disagree), or SD (Strongly Disagree).

1. Fundamental teacher competencies

must be determined before planning

a pre-service preparation program

for community college teachers.

SA A U D SD

6

X

2 3 1 0

-.

2. Content of courses in a pre-service

teacher preparation program should

be predicated upon teacher compe-
tency requirements.

7

X

2 1 2 0

3. Field experience or internship is

an essential ingredient in com-

munity college teacher prepara-

tion.

8

X

.

3 0 1 0

4. Subject matter competency is the

most important characteristic of

an effective community college

teacher.

0 3 3

o

3

X

3
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5. A comprehensive teacher prepara-

tion program can be designed to

meet the needs of all persons pre-

paring to teach in the community

college.

SA A U D SD

3 3

X

3 2 1

6. The primary function of the com-

munity college teacher is to

teach.

10 0 2 0 0

7. Interdisciplinary or "across-the-

board" preparation should be the

focus of pre-service preparation

programs for community college

teachers.

3 4 2 2 1

8, In-depth studies of the pre-service

preparation needs of community

college teachers, as perceived by

present community college teachers,

is the best basis for developing

effective teacher education pro-

gram.

0 2 2 7 1

9. The range of functions of com-

munity college teachers must be

defined in terms of "what is

teachable", to the exclusion of

all other activities.

0 1 3 3

X

5

10. Present teacher education programs

at four-year universities are gen-

erally adequate to meet the needs

of those preparing to teach in the

community college.

0 2

X

2 3 5
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11. Community colleges in each state

or region are in the best position

to determine the pre-service pre-

paration needs of their teachers.

SA A U

1

D SD

1 5 1 3

X

2

12. The attitudes of community college

administrators toward pre-service

preparation programs for their

teachers is a major factor in

determining the scope and content

of such programs.

2 7

X

0 2 1

13. Community colleges are capable of

preparing their own instructors

through self-designed programs,

focusing primarily on in-service

types of activities.

1 3 3

X

3 2

14. Present faculty members in com-

munity colleges need to be involved

in developing pre-service prepara-

tion programs for community college

teachers.

2 8

X

1 1 0

15. Results of on-going in-service

workshops and seminars provide an

important resource for identifying

program components for pre-

service preparation programs.

2 7

X

3 0 0

16. In general, present pre-service

teacher education programs lack

the scope and content to deal

adequately with the unique needs of

the prospective community college

teacher.

3 7

X

1 0 1
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17. There is no one best program for

the preparation of community col-

lege teachers. Each state or

region must develop programs to

meet its own specific needs.

SA A U D SD

3 4

X

3 1 1

18. Creation of special community col-

lege teacher training institutes

that would become adjuncts to exist-

schools of education at universities

is the best alternative to meeting

community college teacher prepara-

tion needs.

0 3

X

5 2 2

19. A state plan for teacher education

is essential for coordinated plan-

ning and implementation of pre-

service programs for community

college teachers.

0 3

X

3 5 1

20. Roles and responsibilities of

various related agencies (such

as state department of education,

university teacher education

division, state board of education)

must be clearly defined before

beginning to plan a pre-service

preparation program for community

college personnel.

1 4

X

1 6 0

21. The agency with the chief responsi-

bility for designing and implement-

ing community college teacher pre-

paration programs is the state

university system of each state.

2

1

5

X

1 3 1



22. Community college teacher certifi-

cation requirements must be

analyzed in depth before plans

are developed for a pre-service

preparation program.
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SA A U D SD

1 5

X

I 2 3

23. Teacher preparation programs for

community college personnel should

be designed with enough flexibility

to allow for changes in teacher

certification requirements.

3

X

6 0 0 3



LETTER TO OREGON PANEL MEMBERS

Dear

156

Since last fall, I have been conducting a study to identify guidelines

for developing a pre-service preparation program for community college

teachers in Oregon. This study is part of the total research and

development effort of the Division of Vocational, Adult and Community

College Education at Oregon State University.

The method I am using to identify key issues and guidelines for program

development is known as the "Delphi Technique." The Technique, which

is built on the strength of informed intuitive judgment, is intended to

get expert opinion without bringing the experts together in a face-to-

face confrontation.

The first phase of the study has been completed. This involved securing

nominations for a nationwide Delphi Panel from officials of the American

Association of Junior Colleges in Washington, D. C. Over twenty indi-

viduals were nominated by A.A.J.C. They were contacted and asked to
participate as members of the Delphi Panel. Fourteen accepted and

twelve of these fourteen have completed and returned the first set of

statements which I sent them. The first set of statements were drawn

from related literature, program documents and papers concerning pre-

paration programs for community college teachers. In several cases,

writings of Delphi Panel members provided sources for the twenty-three

original statements. The first set of statements took the form of an

attitude scale. Panel members responded to each statement in terms of

their agreement or disagreement with the statement as an important

consideration for program development. In addition, 9 of the 12

respondents added statements or made comments on the statements.

A second set of statements has now been prepared, incorporating many of

the suggestions, comments and statements of the 12-member Delphi Panel.

The original 23 statements have been modified for the purpose of gaining

consensus (unanimity) which is the objective of the Delphi Technique, as

used here.
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LETTER TO OREGON PANEL MEMBERS

Page 2

In order to sensitize the final statements, or guidelines, to the

situation in Oregon, it is important that leading administrative person-

nel in community colleges in Oregon react to this second set of state-

ments in the same manner as the national Delphi Panel. To accomplish

this objective, I am requesting each of the 12 Oregon community college

presidents and the Executive Secretary of the Oregon Community College

Association to participate as members of an "Oregon Delphi Panel" for

this study. I hope that you will be willing to participate in this way.

I have taken the liberty of enclosing the Set II instrument, in the hope

that you will take a few minutes to complete it and return it to me in

the enclosed, self-addressed envelope.

Your participation in this way will help to insure a meaningful basis

for making recommendations for development of a functional program for

the preparation of community college teachers in Oregon.

Thank you for your time, interest and participation. I hope to receive

your completed information as soon as possible.

Sincerely yours,

Daniel B. Dunham, Instructor

Division of Vocational, Adult and

Community College Education

School of Education

DBD/jms

Enclosures

NOTE: This project has been reviewed in accordance with OCCA research

policy Code 5.1 to 5.5 and is an approved activity for Oregon

Community College participation.
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APPENDIX B



TABLE I

RESPONSES TO SET I STATEMENTS BY NATIONAL DELPHI PANEL

Percentages of:

Statement Agreement Undecided Disagreement

No. (SA & A) (U) (D & SD) Consensus

159

1 67 25 8 Agree

2 75 8 17 Agree

3 93 0 8 Agree

4 25 25 50 None

5 50 25 25 None

6 83 17 0 Agree

7 58 17 25 Agree

8 17 17 67 Disagree

9 8 25 67 Disagree

10 17 17 67 Disagree

11 50 8 42 None

12 75 0 25 Agree

13 33 25 42 None

14 83 8 8 Agree

15 75 25 0 Agree

16 83 8 8 Agree

17 58 25 17 Agree

18 25 42 33 None
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TABLE I (cont'd.)

Percentages of:

Statement

No.

Agreement

(SA & A)

Undecided

(U)

Disagreement

(D & SD Consensus

19 25 25 50 None

20 42 8 50 None

21 58 9 33 Agree

22 50 8 42 None

23 75 0 25 Agree
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TABLE 2

RESPONSES TO SET I STATEMENTS BY NATIONAL DELPHI PANEL,
COLLECTED BY PERCENTAGE OF AGREEMENT, DISAGREEMENT, AND

UNDECIDED GROUPS

AGREEMENT

Percentage

Group

Number of

Statements

Selected
Percent of

Total

Statement

Numbers

Number of

Panel Members

Selecting

11 93 1 4 3
10 83 3 13 6, 14, 16

9 75 4 18 2, 12, 15, 23
8 67 1 4 1

7 58 3 13 7, 17, 21

Totals: 12 52

DISAGREEMENT

8 67 3 13 8, 9, 10

Totals:

UNDECIDED

3 13

O to 6 0 to 50 8 35 4, 5, 11, 13

18, 19, 20, 22

Totals: 8 35

Grand Totals: 23 100
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TABLE 3

SUMMARY OF RESPONSES TO SET II STATEMENTS BY NATIONAL

DELPHI PANEL, BY CATEGORIES AND PERCENTAGES

Percentages of:

Statement Agreement Undecided Disagreement

Number (SA & A) (U) (D & SD) Consensus

1 93 8 0 Agree

2 100 0 0 Agree

3 100 0 0 Agree
4* 42 42* 17 None

5 100 0 0 Agree

6 93 8 0 Agree

7 67 17 17 Agree

8 100 0 0 Agree

9 100 0 0 Agree

10 93 0 8 Agree

11 67 8 25 Agree

12 83 8 8 Agree

13 67 8 25 Agree

14 83 17 0 Agree

15 67 17 17 Agree
16 83 8 8 Agree

17 83 17 0 Agree

18 33 33 33 None
19 58 8 33 Agree
20 75 17 8 Agree

21 58 8 33 Agree
22 42 25 33 None

23** 33 25 42** None

24 75 25 0 Agree
25 100 0 0 Agree

26 100 0 0 Agree

27 93 0 8 Agree
28 100 0 0 Agree

29 93 8 0 Agree
30 75 17 8 Agree

31 50 17 33 None

32 83 8 8 Agree

*Highest percent undecided

**Highest percent disagreement



TABLE 4

SUMMARY OF RESPONSES TO SET II STATEMENTS BY

NATIONAL DELPHI PANEL, BY PERCENTAGE GROUPS

Consensus

Agreement Category

Number of Number of
Panel Members Percentage Statements Percent of Statement
Selecting Group Selected Total Numbers
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12 100 8 25 2, 3, 5, 8

9, 25, 26, 28

11 93 5 15.6 1, 6, 10, 27, 29

10 83 5 15.6 12, 14, 16,

17, 32

9 75 3 9.4 20, 24, 30

8 67 4 12.5 7, 11, 13, 15

7 58 2 6.3 19, 21

Totals: 27 84.4

Undecided Category

0 to 6 0 to 50 5 15.6 4, 18,

23, 31

22

Totals:

Grand Totals:

5

32

15.6

100.0
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TABLE 5

SUMMARY OF RESPONSES TO SET II STATEMENTS BY
STATE DELPHI PANEL, BY CATEGORIES AND PERCENTAGES

Statement

Number

Percentages of:

Consensus

Agreement

(SA & A)

Undecided

(U)

Disagreement

(D & SD)

1 100 0 0 Agree
2 83 0 17 Agree
3 100 0 0 Agree
4 50 25 25 None
5 100 0 0 Agree
6 loo 0 0 Agree
7 75 17 8 Agree
8 loo 0 0 Agree
9 100 0 0 Agree
10 83 17 0 Agree
11 93 8 0 Agree
12 100 0 0 Agree
13 93 8 0 Agree
14 100 0 0 Agree
15 58 33 8 Agree
16 93 8 0 Agree
17 75 25 0 Agree
18 67 25 8 Agree
19 93 8 0 Agree
20 93 8 0 Agree
21 50 33 17 None
22** 42 17 42** None
23* 25 50* 25 None
24 75 25 0 Agree
25 100 0 0 Agree
26 83 8 8 Agree
27 83 17 0 Agree
28 100 0 0 Agree
29 83 0 17 Agree
30 75 17 8 Agree
31 100 0 0 Agree
32 100 0 0 Agree

* Highest percent undecided

** Highest percent disagreement
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TABLE 6

SUMMARY OF RESPONSES TO SET II STATEMENTS BY

STATE DELPHI PANEL, BY PERCENTAGE GROUPS

Consensus

Agreement Category

Number of Number of

Panel Members Percentage Statements Percent of Statement
Selecting Group Selected Total Numbers

12 100 12 37.5 1, 3, 5, 6,
7, 8, 9, 12,

14, 25, 28,

31, 32

11 93 5 15.6 11, 13, 16,

19, 20

10 83 5 15.6 2, 10, 26,

27, 29

9 75 4 12.5 7, 17, 24,

30

8 67 1 3.2 18

7 58 1 3.2 15

Totals: 28 87.5

Undecided Category

0 to 6 0 to 50 4 12.5 4, 21, 22,

23

Totals: 4 12.5

Grand Totals: 32 100.0
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TABLE 7

COMPARISON OF RESPONSES TO SET II STATEMENTS

BETWEEN STATE AND NATIONAL PANELS, BY PERCENTAGE

AGREEMENT GROUPS, AND RANKED BY LEAST PERCENTAGE POINTS
DIFFERENCE BETWEEN PANELS AND BY AGREEMENT LEVELS

--CONSENSUS AGREEMENT CATEGORY--

Percentage Percentage

Agreement Agreeing Number of Points Statement

Levels State/Nat'l. Statements Difference Numbers

MUTUAL 100/100 6 0 3, 5, 8, 9,

AGREEMENT 25, 28

75/75 2 0 24, 30

100/93 2 7 1, 6

75/83 1 8 17

HIGH 75/67 1 8 7

AGREEMENT 50/58 1 8 21

58/67 1 9 15

93/83 1 10 16

83/93 3 10 10, 27, 29

MODERATE

AGREEMENT

LOW

AGREEMENT

100/83 3 17 14, 12, 32

83/100 2 18 26,

93/75 1 18 20

93/67 2 26 11, 13

67/33 1 34 18

93/58 1 35 19

100/50 1 50 31

--UNDECIDED CATEGORY--

42/42 1 0 22

50/42 1 8 4

25/33 1 8 23



TABLE 8

STATEMENTS ON WHICH MUTUAL AGREEMENT WAS FOUND

STATE AND NATIONAL RESPONSES COMPARED

3. Field experience or internship is an

important ingredient of community

college teacher preparation.

5. Persons preparing to teach in the

community college should be pro-

vided a comprehensive pre-service

program, which deals not only with

subject matter mastery in a specific

area, but emphasizes teaching, the

philosophy of the community college

and ability to communicate.

8. Selected community college teachers

provide a valuable resource for

identifying certain aspects of pre-

service program components and should

be utilized by program planners when-

ever possible.

9. Functions of community college

teachers, in addition to teaching

students, should be identified, and

training opportunities provided in

pre-service programs to assist them

in becoming functional staff members

beyond the classroom or laboratory.

25. An adequate system for selecting and

recruiting prospective community col-

lege teachers is essential if a pre-

service preparation program is to be

successful.
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Percentage Agree-

ment Groups

State/National

Percentage

Points

Difference

100/100 0

100/100 0

100/100 0

100/100 0

100/100 0



(Table 8 - coned)
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Percentage Agree- Percentage

ment Groups Points

State/National Difference

28, Teacher sensitivity of the varying

backgrounds and needs of the com-

munity college student is a concept

which must be treated in the com-

munity college teacher's preparation.

24. The concept of differentiated staffing

should be an important consideration

in developing pre-service programs

for community college teachers.

30. Pre-service education development is

a primary responsibility of the

university.

100/100 0

75/75 0

75/75 0
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TABLE 9

STATEMENTS ON WHICH HIGH AGREEMENT WAS FOUND

STATE AND NATIONAL RESPONSES COMPARED

Percentage Agree- Percentage

ment Groups Points

State/National Difference

1. "What teachers must know and be able

to do" must be established as a basis

for planning pre-service preparation

programs for community college teach-
ers.

6. The primary function of the community

college teacher is to teach students.

17. While there are common aspects in

pre-service preparation programs

between states and regions, there

is probably no one best program

nationwide for all prospective com-

munity college teachers.

7. Prospective community college teachers

should be trained in a program which

provides for experiences in several

allied or related fields, in addition

to his subject specialty.

21. The state university system of each

state is probably the best agency

to begin with in developing community

college teacher preparation programs.

15. Ideas for courses of instruction in a

pre-service preparation program for

community college teachers should be

drawn from past experience with in-

service programs.

100/93 7

100/93 7

75/83 8

75/67 8

50/58 8

58/67 9



(Table 9 coned)

16. Most present pre-service programs for

community college teachers lack the

scope and content to provide adequate

training for these teachers.

10. Teacher education programs at most

state universities are not prepared

to provide for specific training of

community college teachers without

considerable modification in present
operations.

27, Group dynamics and orientation to

participation in committees on col-

lege governance are important elements

which should be included in pre-

service programs.

29. Understanding of research and use of

research findings are essential to

the success of the community college

teacher.

170

Percentage Agree-

ment Groups

State/National

Percentage

Points

Difference

93/83 10

83/93 10

83/93 10

83/93 10



171

TABLE 10

STATEMENTS ON WHICH MODERATE AGREEMENT WAS FOUND

STATE AND NATIONAL RESPONSES COMPARED

Percentage Agree- Percentage

ment Groups Points

State/National Difference

14. Program planners should utilize present

faculty members from community col-

leges in designing pre-service prepara-

tion programs.

12. Attitudes of community college admin-

istrators toward pre-service prepara-

tion programs for their teachers should

be considered by program planners as an

important factor in establishing scope

and content of preparation programs.

32. Cooperative arrangements between

universities and community colleges

for the preparation of community col-

lege teachers where the university

prepares in subject matter speciality

and the community college provides

teaching experiences through field

assignments or internships may be one

of the best approaches to providing

meaningful training for the prospective
community college teacher.

100/83 17

100/83 17

100/83 17

26. Preparation programs should aid come

munity colleges to develop evaluation

systems which can assess the community 83/100 17

college teacher's ability to cause

student learning.

2. The content of courses in a pre-

service training program for com- 83/100 17

munity college teachers should provide

for competencies in subject matter as

well as how to teach students.



(Table 10 - cont'd)
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Percentage Agree- Percentage

ment Groups Points

State/National Difference

20. Program planners should know the roles

and responsibilities of the various

educational agencies which may exist

in a given state or region (state board 93/75 18

of education, certification agency,

university teacher education, etc.)

and utilize these agencies and relation-

ships among and between them in planning

for pre-service programs for community

college teachers.
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TABLE 11

STATEMENTS ON WHICH LOW AGREEMENT WAS FOUND -

STATE AND NATIONAL RESPONSES COMPARED

Percentage Agree- Percentage

ment Groups Points

State/National Difference

11. Community colleges in each state or

region are probably in the best position 93/67

to provide information on pre-service

training needs of their teachers.

13. Most community colleges possess a limited

capacity for preparing their teachers 93/67
through in-service programs for the variety

of functions a community college teacher

must perform

18. Development of special community col-

lege teacher training institutes that

would become adjuncts to existing schools 67/33

of education at universities is an

important alternative for community col-

lege teacher preparation.

26

26

34

19. Universities within a state should

cooperatively develop a state plan for

preparation of community college teach- 93/58 35
ers in order to best utilize all avail-

able higher education resources.

31. The three most important "competencies"

any teacher should have are: mastery 100/50

of subject matter, ability to communicate

and an interest in and liking for

students.

50
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TABLE 12

STATEMENTS IN UNDECIDED CATEGORY

STATE AND NATIONAL RESPONSES COMPARED

Percentage Agree- Percentage

ment Groups Points

State/National Difference

22. Teacher certification requirements

for community college teachers are

not a limiting factor to the develop- 42/42 0

ment of sound teacher preparation

programs in most states.

4. A teacher's mastery of subject matter

is less important, except for

accreditation purposes, than the 50/42 8

teacher's ability to relate to human

beings and teach students effectively.

23. Teacher certification of community col-

lege teachers should be based on the 25/33 8

training programs for community col-

lege teachers.



175

TABLE 13

COMBINED STATE AND NATIONAL DATA, WITH STATEMENTS RANKED

BY COMBINED AGREEMENT GROUPS AND SHOWN IN AGREEMENT CLASSES

--High Agreement Class: 85 to 100 Percent Combined Percentage Agreement-

Percentages of:

Statement

Number

Agreement

State/Nat'l.

Undecided

State /Nat'].

Disagreement

State/Nat'l.

Combined

Percentage

Agreement

3

5

100 /100

loo/loo

100

100

8 100/100 100

9 100 /100 100

25 100/100 IN
28 100/100 100

1 100/93 0/8 98

6 100/93 0/8 98

14 100/83 0/17 93
12 100/83 0/8 0/8 93
26 83/100 8/o 8/0 93
32 100/83 0/8 0/8 93
2 83/100 17/0 93

10 83/93 17/0 0/8 88

16 93/83 8/8 0/8 88

27 83/93 17/0 0/8 88

29 83/93 0/8 17/0 88

--Moderate Agreement Class: 75 to 84 Percent Combined Agreement--

20 93/75 8/17 0/8 83

17 75/83 25/17 79
11 93/67 8/8 0/25 79

13 93/67 8/8 0/25 79

24 75/75 25/25 75

30 75/75 17/17 8/8 75
19 93/58 8/8 0/33 75

31 100/50 0/17 0/33 75



(Table 13 cont'd)

--Low Agreement Class: 51 to 74 Percent Combined Agreement-

Statement

Number

Percentages of:
Combined

Agreement Undecided

State/Nat'l. State/Nat'l.

Disagreement Percentage

State/Nat'l. Agreement

7 75/67 17/17 8/17 71

15 58/67 33/17 8/17 63

21 50/58 33/8 17/33 54

--Undecided Class: 50 Percent or below Combined Agreement--

4 50/42 25/42 25/17 50
18 67/33 25/33 8/33 50
22 42/42 17/25 42/33 42

23 25/33 50/25 25/42 33

176



TABLE 14

HIGH AGREEMENT CLASS STATEMENTS COMBINED
STATE AND NATIONAL DATA 85-100 PERCENT AGREEMENT

177

Combined

Percentage

Agreement

3. Field experience or internship is an important
ingredient of community college teacher preparation. 100

5. Persons preparing to teach in the community college
should be provided a comprehensive pre-service pro-

gram, which deals not only with subject matter mastery 100

in a specific area, but emphasizes teaching, the

philosophy of the community college and ability to

communicate.

8. Selected community college teachers provide a valuable

resource for identifying certain aspects of pre-service 100

program components and should be utilized by program
planners whenever possible.

9. Functions of community college teachers, in addition

to teaching students, should be identified, and train-

ing opportunities provided in pre-service programs to
assist them in becoming functional staff members beyond

the classroom or laboratory.

25. An adequate system for selecting and recruiting pro-

spective community college teachers is essential if

a pre-service preparation program is to be successful.

28. Teacher sensitivity to the varying backgrounds and
needs of the community college student is a concept
which must be treated in the community college teacher's

preparation.

100

100

100

1. "What teachers must know and be able to do" must be
established as a basis for planning pre-service prepara- 98

tion programs for community college teachers.

6. The primary function of the community college teacher 98
is to teach students.



(Table 14 cont'd.)

14. Program planners should involve present faculty members

from community colleges in designing pre-service

preparation programs.

12. Attitudes of community college administrators toward

pre-service preparation programs for their teachers

should be considered by program planners as an important

factor in establishing scope and content of preparation

programs.

26. Preparation programs should aid community colleges

to develop evaluation systems which can assess the

community college teacher's ability to cause student

learning.

178

Combined

Percentage

Agreement

93

93

93

32. Cooperative arrangements between universities and com-

munity colleges for the preparation of community col-

lege teachers where the university prepares in subject 93

matter speciality and the community college provides

teaching experiences through field assignments or

internships may be one of the best approaches to pro-

viding meaningful training for the prospective community

college teacher.

2. The content of courses in a pre-service training pro-

gram for community college teachers should provide for 93

competencies in subject matter as well as how to teach

students.

10. Teacher education programs at most state universities

are not prepared to provide for specific training of

community college teachers without considerable

modification in present operations.

88

16. Most present pre-service programs for community college 88

teachers lack the scope and content to provide adequate

training for these teachers.

27. Group dynamics and orientation to participation in com-

mittees on college governance are important elements

which should be included in pre-service programs.

88



(Table 14 cont'd.)

179

Combined

Percentage

Agreement

29. Understanding of research and use of research findings 88

are essential to the success of the community college

teacher.
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TABLE 15

MODERATE AGREEMENT CLASS STATEMENTS COMBINED

STATE AND NATIONAL DATA 75-84 PERCENT AGREEMENT

Combined

Percentage

Agreement

20. Program planners should know the roles and respon-

sibilities of the various educational agencies which

may exist in a given state or region (state board of

education, certification agency, university teacher

education, etc.) and utilize these agencies and relation-

ships among and between them in planning for pre-service

programs for community college teachers.

17. While there are common aspects in pre-service prepara-
tion programs between states and regions, there is

probably no one best program nationwide for all pro-

spective community college teachers.

11. Community colleges in each state or region are pro-

bably in the best position to provide information on

pre-service training needs of their teachers.

13. Most community colleges possess a limited capacity

for preparing their teachers through in-service pro-

grams for the variety of functions a community college

teacher must perform.

24. The concept of differentiated staffing should be an

important consideration in developing pre-service

programs for community college teachers.

83

79

79

79

75

30. Pre-service education development is a primary 75
responsibility of the university.

19. Universities within a state should cooperatively

develop a state plan for preparation of community

college teachers in order to best utilize all

available higher education resources.

75



(Table 15 cont'd.)

31. The three most important "competencies" any teacher

should have are: mastery of subject matter, ability

to communicate and an interest in and liking for

students.

181

Combined

Percentage

Agreement

75



TABLE 16

LOW AGREEMENT CLASS STATEMENTS COMBINED

STATE AND NATIONAL DATA 51-74 PERCENT AGREEMENT

182

Combined

Percentage

Agreement

7. Prospective community college teachers should be trained

in a program which provides for experiences in several 71

allied or related fields, in addition to subject

specialty.

15. Ideas for courses of instruction in a pre-service

preparation program for community college teachers

should be drawn from past experience with in-service

programs.

63

21. The state university system of each state is probably

the best agency to begin with in developing community 54

college teacher preparation programs.
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TABLE 17

UNDECIDED CLASS STATEMENTS COMBINED

STATE AND NATIONAL DATA 50 PERCENT OR LESS

COMBINED AGREEMENT

4. A teacher's mastery of subject matter is less

important, except for accreditation purposes,

than the teacher's ability to relate to human

beings and teach students effectively.

18. Development of special community college

teacher training institutes that would become

adjuncts to existing schools of education at

universities is an important alternative for

community college teacher preparation.

Combined Percentages of

Agreement/Disagreement

50

50

/

/

17

21

22. Teacher certification requirements for com-

munity college teachers are not a limiting

factor to the development of sound teacher

preparation programs in most states.

42 / 38

23. Teacher certification of community college

teachers should be based on the training

programs for community college teachers.
33 / 33
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COMMENTS AND SUGGESTIONS OF NATIONAL PANEL

MEMBERS ON SET I STATEMENTS

GENERAL COMMENTS AND SUGGESTIONS

Duration or length separate consideration from content

Differentiated staffing

Selection and Recruitment

Accreditation

An understanding of the community colleges, their primary purposes,

and their students is a central ingredient not only in preparing

teachers but in allowing potential teachers to evaluate their true

interest in community college teaching.

Subject matter competency, while important, cannot compensate for

insensitivity to the backgrounds, and needs of community college

students; in fact, competency without sensitivity may hinder rather

than advance the education of the students.

I strongly suggest mention of a good teacher selection program as a

must before any teacher preparation has much value. Persons who can

really teach and be "catalysts" in a learning process have certain

observable personal characteristics. This kind of person can survive

even the most archaic of certification requirements or the most

stultifying teacher preparation program.

Preparation programs should aid junior colleges to set up teacher

evaluation schemes based on the teacher's ability to cause student

learning.

Preparation programs (in-service) should aid teachers to specialize

in instructional areas (writing objectives, selecting media, etc.).

There should be a national committee of AAJC with representation from

the six regions vith administrators and teachers as members to work

out a training program at masters, masters plus 30 (and others) and

doctors for junior college teachers. Then get revisions from states

and colleges.

Group dynamics and orientation to participation in committees on college

governance are important elements to be included in pre-service programs,

especially for vocational teachers, inasmuch as they tend not to serve

on committees of the college and their voice is lost or not heard.
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In-service programs should be provided also, on various topics of

instructional methodology and technology, especially in cooperation
with local community colleges.

Panel member enclosed AAJC brochure "Preservice Training of Two-Year

College Instructors" with comment "see enclosed brochure". This lists
12 items or statements which are . . . "Among the central factors to
look for in a well-conceived preservice training program . . .".

There should be more attention in preservice programs to teaching

strategies and use of teaching media.

There should be recognition of the fact that everything cannot be done
preservice; inservice follow through is also required.

All programs should provide "tools for self renewal" as an essential.

Experience in a occupation should be recognized and credit awarded

toward a degree when such experience is pertinent to the objective.

Understanding of research and use of research findings are essential

to a teacher at any level.

Responsibility for preservice education development is a primary

responsibility of the University.

COMMENTS ONLY WITH

REFERENCE TO STATEMENTS NO.:

1 Not sure I understand this one it would be tough job of dubious
value since teaching is an art and not a science Each person

has to discover for himself what is most effective. Basically,

there are 3 competencies 1) Discipline; 2) Communication and
3) "an interest" and liking for students.

Q 1 and 2 in their referral to teacher competency appear to

define "competency" as an inferred command of subject matter

only.

2 Not sure I understand this but it sounds right.

3 But it must be oriented to the totality of the community college

rather than just the teachers' discipline.
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4 Competency is important, but in my opinion it is also important
for teachers to be interested in students and also be able to
communicate with them.

What do you mean by "subject matter competency"? Ability to
teach it or pass tests in it at the state university?

5 It is already being done.

6 Teach students not a course.

7 This is not compatible with the recommendations of most accrediting
associations They usually stress degrees in one's subject
matter field Not "education" for example.

8 The teacher you contact is all important. Some are excellent and
fully committed to the philosophy of the comprehensive community
college. Others are not and would try to restructure the com-
munity college into a miniature university.

9 From my standpoint I would disagree. Community colleges need
teachers who are interested in and able to "teach students"

rather than teachers to teach a particular "subject". There is
an important difference in these two concepts.

10 Agree as to competencies in subject matter "disciplines", but

disagree as to effectiveness of so called teacher education
programs in many cases.

11 Some areas of the country are much more effective than others
in regard to the quality of their community college programs.

13 Some are and some are not.

14 Commitment to the community college philosophy is the key factor.

Unfortunately not all community colleges have accepted it.

Instead they are trying to develop community colleges into
miniature universities.

15 You might pick up some good ideas from this source.

16 - We don't think this is true in our program. We look to the
university to prepare the prospective teacher in his discipline.
Then, using the community college as a lab we have demonstrated
that we can develop effective community college teachers.
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17 States and regions need to be careful that they don't specify

the "only way" for their area Flexibility in the teacher train-

ing part of the program is vital since at least in our program

not only different backgrounds are involved, but also different

disciplines.

19 Personally, I like room left for innovation in approaches rather

than the state dictating. Good communication of ideas that work

is a function the "state" can help with.

20 All this is contingent on whether you have state control or local

control of community colleges.

21 Teacher training is not ordinarily a function of community colleges.

It's a university function. But universities' chief interest and

function is research and writing. Teaching is secondary; there-

fore, it is important for universities to work with community col-

leges in meeting their needs rather than dictating.

22 This and accrediting association recommendations are important

considerations.

Q 22 & 23 appear to be predicated on an assumption that two-

year college teacher certification requirements are appropriate.

I consider such requirements unnecessary and one of the primary

contributors to teacher mediocrity.

Q 22 & 23 Teacher certification requirements should be

abolished.
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NATIONAL PANEL COMMENTS ON SET II STATEMENTS

REFERENCE TO

STATEMENT NO.:

1 Yes, but not THE basis.

2 Within university but not "education" courses.

2

190

And others, i.e., community college orientation, intern-
ship, etc.

4 Given minimal level of competence.

4 Very poor statement. Implies accreditation only is
concerned with subject detail.

4 Of equal importance.

6 Plus

7 Not enough time. If you mean a minor area O.K. if

you mean potpourri, no.

7 Some should; some should not.

7 Unless for specific regions where community colleges

are isolated; then, agree.

11 Selective judgments.

14 Insert "selected" between involve present
faculty.

15 If exclusively, disagree.

18 I question "adjuncts". There are too many other

alternatives.

19 Assuming cross-registration, tuition equality, etc.

19 Not the only ones to be involved.

20 Knowing the roles of those agencies is appropriate.

Their contribution to a pre-service program of significance
would be dubious.
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21 Begin with community college?

21 Don't start with only ONE agency!

23 Implies teacher certification is necessary. I do not

believe it is.

23 Merely validate what the institutions offer?

23 Until freshman and sophomore instructors in senior

college university are certified, junior college teachers

should not be certified.

23 I don't agree that "teacher certification" is necessary

per se.

23 This assumes too much for the teaching program although,

ideally, certification and teaching program will identify

similar goals.

24 Don't know this "concept".

24 I am not familiar with term "differentied staffing".

25 If goals of program and student variables can really be

measured.

26 Risky, but O.K.

27 Why single out this competence over others?

29 Depends too much on the areas of research.

31 Understanding of community college student and community

college goals as different from 4-year.

31 Yes, but I'd place "communicate" and "student empathy"

FIRST.

31 I find it difficult to define as "competency" "interest

in and liking for students". That seems to me to be an

attitude.

31 This statement should be broadened, in my opinion since

there are other important competencies.
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31 Understanding and applying the teaching & learning
processes.

32 I would extend this statement since the university

cannot deal with all subject specialty areas.

32 I am assuming this is to be under supervision of university

personnel responsible for teacher pre-service programs.

general Internship is valid if it is well done. Invalid if

carried out as is USUALLY the case.

general All preparation cannot possibly be a preservice

experience. Some learning to teach must come about

during well developed inservice education.
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STATE PANEL COMMENTS ON SET II STATEMENTS

COMMENTS

REFERENCE TO

STATEMENT NO.:

194

2 This is not a problem. Teachers are better prepared

in subject fields than any time in history.

3 Desirable but not only alternative.

4 I can't answer. Both are essential.

4 Could "SA" if "less" changed to "equal".

7 Statement too broad. Instructors should be prepared in

two areas however.

10, 11, 13 The college transfer teacher should have very little

trouble fitting into the community college program. I

do not agree though that the technical or occupational

teachers fit into the same category and therefore, believe

their training should be somewhat different. All com-

munity college people would not agree but most presidents

would feel there is a difference in training.

21 It may be, if they would equally undertake the task,

community colleges themselves.

23 Teacher certification of community college teachers

should be based on what it takes to be a strong com-

munity college teacher. Teacher preparation programs

should be based on the same.

23 Flexibility is thwarted by "certification" strongly

oppose certification for community college staff.

26 I think these community colleges should do it - with

assistance from any resource available.

27 I suspect that I differ from presidents in this response.

29
To a limited degree significantly less than for a more

research oriented institution.
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30 In recognition of comprehensive role and staff require-

ment it is for part of staff. I like business industry

practical experience as majority partner in pre-service

for technical personnel.

30

31

32

general

Change "primary" to "joint" add "and community college".

Would like to see "enthusiasm for the subjects" as an

item.

Plus joint involvement in development of continuing staff.

I concur that community college faculty require training

in institutional commitment, role, instructor effective-

ness and etc., in addition to specialization in field.

However, I fear "certification" because it presumes and

protects against the lowest common denominator of local

administrative in-efficiency and thus stifles creativity

and good personnel management practice. Certification

can also lead to university pre-service program redundancy

and institutional feather-bedding.

I would recommend not in excess of 9 hours of well planned

training in instructor role and effectiveness outside

of specialization.

We are collectively unalterably opposed to certification

of community college instructors by a state regulatory

body or by a university pre-service minimum criteria.


